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INTRODUCTION 


Primary school teachers are expected to cope with the whole of a 
school’s curriculum and to teach almost a full programme of all types 
of work from music to science. When they have to deal with lively, 
rapidly learning young minds who are stimulated outside school by a 
tange of other experiences offered by television, holidays and social 
contacts, they are constantly challenged. It is difficult — no, impossible 
— for teachers to be equally expert in every area and to meet the 
expectations of professionals who are specialists in any one field. The 
purpose of this book is to help them to plan and teach effectively in 
that area of primary school work often called ‘topic’. By this 

Coverall we intend to include material derived from history, geography 
and social sciences. Topic work occupies anything from three to ten 
hours a week according to how it is defined and organised. Important 
though it is, busy teachers probably have to give energy and attention 
first of all to literacy and numeracy so, in this book, we are assuming 
that they do not have unlimited time or resources for ‘topic’ work. 
What are the chief worries and anxieties teachers have about topic 
work? 

Most teachers are deeply disquieted, when they have successfully 
launched a new topic on say, exploration, and the children seem 
interested and well motivated, to find that their children who are 
using books to find out about, for example, Columbus, are copying 
from them in spite of exhortation to express themselves in their own 
Words. They may be copying text, a map and a picture of the Santa 
Maria. Their class teacher is dubious about the value of the activity 
but with questions from other children, requests for help for the model- 
makers and the search for material for boys interested in space travel, 
the week may end without the problem of copying being solved, He can, 
however, be quite sure that it will reappear shortly in the context of 
the next session on topics. ‘ : 

Books for topic work, too, are a constant headache. There is com- 
Paratively little published for the really hesitant reader and the 

acmillan series ‘Starters’ and ‘First Library’, and Blackwell’s ‘Little 
Library’ are invaluable but do not cover every possible area. Many of 
the books apparently intended for the primary school child in this area 
have a Vocabulary which is typical only of readers of above average 
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level, and some are so dense in appearance as to be discouraging. And 
then there is the question of expense. Even with the welcome help of 
public libraries it is nearly impossible to provide every child in the class 
with suitable material on a given subject. One solution to this dilemma 
is to tackle topics which use children’s day-to-day experience and which 
can be successfully carried out either without books or, in the case say 
of a study on ‘Uniforms’, with very few books. Such topics, too, which 
are based on and develop children’s understanding of society and 
human behaviour, do not necessarily require the teacher to have a high 
level of specialist knowledge. It has been suggested that primary school 
children should not be learning anything which an educated adult does 
not already know or cannot very easily find out. In this area — social 
studies — we all know a great deal more than we imagine, if we ask 
ourselves the key questions and reflect on our experience. 
All teachers agree that they should match the task set to the child’s 

capacity. In some areas, it is immediately obvious if one has failed to do 


or ‘harbour’, which classifies together particular land forms with a 
common characteristic. In handling concepts there may be a reading 
difficulty — the child cannot read the word — ora difficulty of under- 


‘different individuals, For example, it may be appropriate to say to one 
child, ‘Find me a picture of a harbour and write a sentence about it’, 
while for another one might say, ‘Look at the large scale map and find 
a place which has a harbour, What makes a good harbour?’ 

A problem which exercises student teachers particularly is providing 
children with a variety of activities within topic work. They find that 
their lesson plans may fall into a stereotyped pattern which repeats 
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itself in a boring way, or that all the work they suggest involves similar 
reading and writing activities so that the children get restless and say, 
‘Can’t we do something else?’ When they try to provide a variety, the 
ideas which come to mind are drawing pictures or making models. 
There is, however, the lurking suspicion that these are often activities 
neither involving learning nor achieving any level of artistic creativity 
or skill. In a word they are busy work, which fills the time but are 
difficult to justify except in terms of producing ‘wall paper’ as evidence 
of topic activity. We hope to suggest activities like, for example, making 
a frieze depicting a known street which may be evaluated in terms of 
the understanding which it shows of the subject studied. 

While student teachers plan their work for comparatively short 
bursts of time, i.e. the length of a school practice, as soon as they get 
into school they have to plan over a much longer period, usually a year, 
and have to consider how their plan fits into the longer perspective of 
the child’s primary school life. Critics have not been slow to point out 
the incoherence of much topic work, and teachers are sometimes at a 
loss to explain to parents why a topic on ‘exploration’ is followed by 
One on ‘birds’ or ‘people who help us’. If teachers simply select their 
topics without regard to the work done by children in the previous 
class there is a danger of repetition, and many children have sighed as 
‘autumn’ or ‘Guy Fawkes’ have come round for the fourth or fifth time. 
Few people have tackled in print the problem of reconciling the need 
for flexibility with a structural progression within primary school topic 
work, except for the team who produced Social Studies 8-13, a useful 
Contribution to a controversial topic. The controversy arises perhaps 
because some teachers would insist on the primacy of children’s 
interests as the principle of selection in determining choices of content 
in topic work. Others might suggest that it is not easy to decide what 
children’s interests are. They vary from one individual to another and 
from one generation of children to another. There is a considerable ; 
danger of interpreting the interests of a particular group of children in 
terms of what have become the established conventions of topic work. 
We shall suggest that the interests of children may not be confined to 
the topics which repetition has made banal and that their experiences 
are more wide-ranging than often assumed. 4 

There is a danger too that the supposed interests of children may 
become a confining straightjacket. Little girls are assumed to be 
interested in feminine and homemaking activities. It is a pity if their 
topic work reinforces the cultural conditioning they receive by limiting 
them to topics on ‘costume’ and activities like dressing dolls, instead of 
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encouraging them to undertake more challenging and adventurous 
‘studies, And finally as schools are increasingly open to challenge by 
“parents and the public there is the crunch-question — are the topics 
‘studied ‘worthwhile’. We have all looked at some examples of children’s 
work and wondered if the subject was not too trivial or banal to stimu- 
late worthwhile reading. Some children’s only interest seems to be 
football or pop music — does this have to Consist of cutting out pictures 
and sticking them into a scrap book? Can subjects such as this produce 
the development of concepts and intellectual skills? 
Teachers who were themselves raised on a diet of traditional 
disciplines rather than interdisciplinary or integrated studies, and who 


know that these disciplines still dominate the secondary school curricu- ` 


lum, are sometimes anxious about whether or not they should 
introduce their primary school pupils to subjects such as history and 
geography instead of using the topic approach. In this book examples 
will be given of teaching materials which can serve as models of straight- 
forward discipline-based work in, for instance, history, for we really 
are not taking sides in a ‘Topic v. Subjects’ debate, Our concern is with 
quality of work in the social Studies area, not, primarily, with how the 
work is organised. 

Recent years have seen an increased pressure to make schools and 
teachers accountable to the community and for more stringent 
attempts to evaluate the effectiveness of teaching. This has made 


l at there is a range 
of intellectual skills, for example the skills of interpreting data, of 


giving arguments pro and con, of making judgements, and that these 
skills can be cultivated. We hope to show how this may be done in a 
variety of different ways. We therefore would hope to illuminate the 
nature of what children should learn to.do in the primary school — for 
example, we would expect that children would acquire the confidence 
and the understanding of the nature of knowledge to be able to say, on 
appropriate occasions, ‘I don’t know the answer to x, Perhaps nobody 
knows it.’ 3 


While teachers would certainly claim that they intend to develop 
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mathematical and scientific concepts, few would argue that instead of a 
body of knowledge they hoped to procure conceptual understanding in 
the area traditionally known as ‘topic’. We would, however, hope to 
show that within this area of the curriculum children do develop social, 
economic and even political understanding and that this area may be 
justified for its contribution to the growth in children of a network of 
Concepts, the possession of which characterises the educated mind. And 
we are happy to indicate a few of the concepts we consider sufficiently 


` significant to be cultivated within the curriculum, so that practising 


teachers may he encouraged to formulate their own lists of key 
concepts worth systematic cultivation. 

A particularly vexed question is the matter of the relationship 
between educational theory and classroom practice. Teachers are aware 
of the body of educational theory but many are dubious about its exact 
relevance to classroom practice. Their doubts are enhanced when, after 
many years during which Piaget was widely quoted as the dominant 
influence on British primary school philosophy, his work and its effects 
are now subject to criticism. And when they read that Bruner argues 
that any subject can be taught to any child of any age in an intellectu- 
ally respectable form, they may well wonder what implication this 
claim has for their work: in what sense can — should — sociology and 
anthropology be taught in primary schools? While this book does not 
claim to be a work of educational theory we would hope to relate 
theory to practice within the context of topic work and to show how 
the work of Piaget, Bruner and others, relates to the methods we 
Propose, 

Finally, we should make our declaration of faith. In spite of the 
challenges offered by topic work in primary schools, we would like to 
Stress its importance. In this area lies the means of cultivating children’s 
understanding of not just their physical environment, the importance of 
which has long been appreciated in primary education, but the social 
and human environment in which they are growing up and which they 
are seeking help in interpreting. Children are interested in human 
behaviour , human dilemmas, human achievements, especially when 
these are presented in terms of the social groups in which they live, 
their friendships, family, school and neighbourhood groups. While the 
Problems of nation and state may appear too complex for them, as 
they are for many adults, their capacity to understand the problems of 
day-to-day life is often underestimated and remains uncultivated, There 
‘Sa gap in their education here and in this book we would like to 
Suggest ways of filling it. 


PART ONE 


THE CONTEXT OF TOPIC WORK 
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1 THE CONTEXT OF TOPIC WORK IN THE 
PRIMARY SCHOOL 


In this chapter we propose to look closer at the assumptions about the 
nature of learning which will underpin this book. Unfortunately, we are 
unable to cite many experiments in or statistical data on the learning 
process in this field, since they virtually do not exist. It is tragic that, 

given the large number of students of education, so few have been 
stimulated to work in this field and that, while in some areas such as 
mathematics, there is a large body of literature, you could probably read 
nearly all there is in print on young children’s understanding and progress 
in the area of history, geography or social studies in an energetic weekend. 
It is even difficult to find in print examples of children’s work in the field. — 
Where samples of children’s work is published, it is usually being held 
up for admiration and is only too often of such a high standard that 
teachers looking at it may be disheartened if not overtly sceptical. 
Certainly we can think of no printed examples of children’s work where 
the purpose is to examine failures in teaching or learning and to 
consider what action might be taken to remedy the situation. 

If this sounds a very gloomy beginning let us hasten to say that there 
is a body of theoretical writing, largely that of Piaget and Bruner, 
which, while it is not overtly concerned with primary school topic work 
Or social studies or the disciplines which contribute to both, has some- 
times influenced teachers’ practices and assumptions, those who have 
tried to reform the primary school curriculum, or those launching 
innovations in curricular practice. Both these psychologists have interes- 
ted themselves in the young child’s learning processes, considered in 
relation to the content of the curriculum — in the case of Piaget chiefly 
in mathematics and science, and in the case of Bruner on a broader 
front, including social organisation. Here it is enough to say that they, 
together with other educational psychologists, are convinced of the 
central importance of conceptual development in the process of ; 
intellectual growth. There is also evidence to suggest that children’s 
Success in school subjects depends substantially on their conceptual 
development and that it is not enough to leave conceptual development 
to chance, 

You may say at this point, ‘But hasn’t Piaget shown that intellectual 
development is dependent on maturation? If it is related to children’s 
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physical growth how can it be hurried?’ It is true that in the small 
groups of children Piaget used for his major mathematical investiga: 
tions, he found a relationship between age and progress to what he calls 
‘concrete operations’ at the age of seven or eight and to ‘formal Opera- 
tions’ at adolescence. He added however that such progress takes place 
in a rich educational environment. He did not expect that his work 
would be used to justify an educational philosophy of non-intervention 
and did not intend to-adyocate such a policy. Recently his work has 
come under criticism on a number of counts: for example, the size of 
the group of children he studied was very small. It has been claimed too 
that if children are given intelligent instruction, the results of the 
experiments are modified. It is not however the work of Piaget, but the 


‘five’, apply itina variety of new 
iated with it. The concept is 
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formed as the result of handling concrete objects. If the child has 
difficulty with the concept ‘five’ the teacher shows him ‘concrete’ 
examples of five marbles or oranges or whatever. Comparatively little 

is said however about the formation of concepts involving little 
opportunity for the child to handle materials in the classroom situation, 
for example concepts like family, rules, courage, growth, police and 
village. But many concrete experiences contribute to the formation of 
these concepts. For example a child has lived for years in a family, seen 
photographs probably of his own family, visited other families, 
observed animal families in pictures and at the zoo, heard stories about 
children in families, acted out family situations in plays and so on. He 
has had a number of experiences from which he has extracted the idea 
of family. He has been introduced to the word used for it and learned 
to use it in speech and writing. If you give him a number of examples 
and non-examples of a family, he can pick out, say, pictures showing a 
family and set aside those showing, say, @ crowd of children in a play- 
ground. We can tell that he has a concept therefore if he can recognise 
an example of it; rejects a non-example; uses the concept word 
appropriately; and may be able to say ‘This is a family: there is a 
mother and a father and children.’ The matter of the concept word 
needs further consideration. It is agreed that a child (or anadult) may 
Pick up and use a word without having a full grasp of the concept it 
Tepresents: on the other hand, studies of handicapped children have 
shown that a child may have a concept but not know the word for it. 
As teachers we need to be aware of the distinction between the two 
states of mind. Concepts therefore are abstractions: some have concrete 
referents and are therefore easier for young children to grasp. The 
concrete referent for the concept ‘family’ might be the people in the 
child’s family, a picture or photograph of them. Some concepts grasped 
by many children by the age of seven or eight have no concrete , 
Teferent: an example of this is the concept of ‘importance’. This is an 
abstraction used frequently in conversation, and children who can 
answer the question ‘Which of these people in this picture is the most 
important?’ have taken a significant step forward in intellectual deve- 
lopment. They will, by the age of eleven or twelve, have developed a 
considerable number of similarly abstract ideas, but they will probably 
Still need the prop of a practical example of the concept when they 


are manipulating them. a 
Can we say anything else about the intellectual characteristics of s 
r consideration of topic 


primary school children which is relevant to ow : 
Work? One useful idea is that children in the concrete operational stage 
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_ can probably handle four variables simultaneously. We give various 
= examples of this later in the book. A simple one is a task which requires 
children to choose the best place for a vegetable garden taking into 
account four factors, the slope of land, the direction it faces, the posi- 
tion of trees casting shadows and the distance from a house. The ability 
to handle four variables at once is seen to be a very valuable one, and 
marks substantial intellectual progress. 

_ Do we need to consider ‘formal operations’ which Piaget argues 
develop, if social conditions are appropriate, in early adolescence? By 
formal operations we mean the ability to handle abstractions without 
concrete referents, to consider and evaluate a multiplicity of possible 
solutions to a problem, to form and test a hypothesis. Intellectual 
development is not however an even process: Piaget’s field was mathe- 
matics and science and people working in the field of history for 
example have found that, in handling historical situations remote from 
their experience, learners did not become capable of formal operational 
thinking until much later. This may however be due to a variety of 
factors: social and economic concepts have not been deliberately culti- 
vated in instruction — although mathematical concepts are the central 
concern of maths teachers throughout the primary school. With an 
education focused on conceptual development perhaps more of our 
pupils would reach formal operations before they left school. In any 


able children in the primary 
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all the time as-Piaget admitted when he described himself as reverting 


to pre-operational thought when he kicked the car to make it go. We 
need as teachers to look for the moment when the children we teach 
operate at the limits of their understanding as, for example, one eight 
year old who asked at the end of a sequence of work about the Greek 
gods and the myths associated with them: ‘If the Greeks thought their 
gods existed and they didn’t, could it be that we think God exists and 
he doesn’t?’ Discussing this comment with friends we found it diffi- 
cult to decide whether or not this implied formal operational thought. 
On the one hand the child might have a very ‘concrete’ image of God as 
an old man with a white. beard and, on the other, he was postulating 

a hypothetical situation and apparently arguing logically ‘If x then y 
both sophisticated forms of thought. What is important to the teacher 
however is not the somewhat academic problem of classifying thought 
as pre-operational, concrete or formal, but what response he ought to 
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make to the ċhild which will promote his intellectual progress. It is to 

this issue we propose to address ourselves in this book and, while à 
recognising the value of Piaget’s contribution to our understanding of 
children’s thinking, we prefer not to use terminology which is in itself 

fraught with difficulties of definition. 


Which Concepts to Select 


Given that we accept the importance of concept development in 
children’s growth, we then face the question, ‘Which concepts do we 
cultivate and on what principles do we select them?’ The most influen- 
tial contributor to the argument about this has been Jerome Bruner 
who, in the early sixties, argued that instruction should be focused on 
developing ‘key’ concepts. He used the key metaphor advisedly, since 
he saw such concepts as opening doors to the understanding of the 
major disciplines and facilitating further learning — once a child had 
some grasp of a ‘key’ concept, other newly learned material could be 
related to it. Both Bruner and a number of British philosophers became 
interested in the ‘structures’ of disciplines. Once again we are using 
imagery: a discipline like history or geography is a highly abstract 
concept and does not in a literal sense have a structure in the sense 
that a building is said to do so. But given the metaphors, each subject 
is assumed to have certain characteristic concepts, keys to the further 
understanding of the discipline. For example key concepts in history 
might be continuity and change, in sociology, culture and values: 
Bruner himself did not claim to define these ‘key’ concepts, but his 
idea proved so exciting that in nearly every area specialists have attemp- 
ted to produce their own list of these key concepts. 

Since Bruner, and others too have identified in the disciplines not 
only key concepts but characteristic methods of inquiry which could 
also be learned and applied to new situations, it might be expected that 
this movement would stimulate the teaching of the traditional school ` 
subjects and discourage interdisciplinary work. Some disciplines how- 
ever are found to use certain concepts in common: for example the " 
concept of culture is not unique to sociology and consequently ‘topic’ 
type work can flourish under this new philosophy. Having identified 
Supposedly the ‘key’ concepts of the discipline, inevitably educationists 
began to attempt to translate the ideas into work for children. What 
‘key’ concepts should children learn in primary school and how could 
curricula be constructed round them? A number of interesting attempts 
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have been made to do this by Bruner himself in Man, a course of study, 
by Hilda Taba in California and subsequently in England in the Schools 
Council projects such as Place, Time and Society and Social Studies 
8-13, Schools Council Working Paper 39. 

Inseparable from the idea of key concepts is that of the spiral 
curriculum. By this Bruner means that children will first encounter 
key ideas and concepts in a primitive form in early childhood, and will 
te-encounter them in more highly developed forms in their subsequent 
work in schools, each encounter leading to a more sophisticated 
understanding. For example, K.D. Wann shows how pre-school children 
may encounter the idea of ‘development’ by collecting pictures of old 
cars and sequencing them. This embryonic understanding might be 
strengthened in the primary school by topic work on transport or 
houses and, in the secondary school, first by work on the Industrial 

Revolution and still later by a study of revolutions. So the concept 
is basically the same but it is applied to different and increasingly 
complex materials. Examples of the detailed development of a spiral 
curriculum are to be found in the work of Hilda Taba who devised 
interesting social studies curricula in Californian schools for children 
aged 6-12. The difficulty with ‘spirals’ that straddle several years of a 
child’s school life is that they appear to involve centrally controlled 
or collectively agreed curricula, which have not yet recommended 
themselves to the British tradition. We therefore think it more helpful 
to suggest that teachers might find out what level of understanding 
of a concept children have and attempt to take them one step further 
up the rungs of understanding. For example, if we take the concept 
‘family’ as an example of a key sociological idea, ‘the human group’, 
on entering school a child may understand that a family consists of 
mother, father and children but not that a family is an economic unit 
ie. that the adult members work to provide not just Saturday treats but 
shelter, food and clothing for the group. The teacher can therefore take 
the child that step up the spiral, but may not yet introduce notions like 
nuclear and extended families or clans and tribes which are largely 
groups of related families. 

As previously mentioned, Bruner claims that his approach to 
teaching the concepts and skills which characterise a discipline means 
that the foundations of any subject can be taught to anybody at any 
age in an intellectually respectable form. If this is so, there is no need 
to limit ‘topic’ work in primary schools to the subjects traditional in 
our schools such as history and geography, and children will be capable 
of learning the elements of sociology, politics, economics and 
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psychology. If this sounds outrageous it may be more palatable to say 
that children can learn about the groups to which they belong: for 
example, families — as outlined in Hilda Taba’s Social Studies Curricu- 
lum for six year olds, their peer groups — street communities as in 
Social Studies 8-13, they can discuss the nature of authority if it is 
approached, say, through work on Uniforms; work on Shops need not 
be solely a mathematical exercise but can involve an understanding of 
trade; and psychology can be approached by way of a study of how 
animals and people learn. We accept wholeheartedly the idea that we 
have tended to underestimate what children can learn if, as Bruner 
says, we are courteous enough to translate it into terms they can 
understand. y 

There remains however the very difficult matter of choice of what 
concepts can be cultivated in the limited time available for work in 
schools. Even the supposed key concepts of the disciplines are 
numerous and, once the detailed planning of units of work begins, 
more and more concepts may be thrown up. And what about the 
concepts which cannot easily be attached to any single discipline, 
e.g. importance, function, majority, minority, ambiguity, etc? Bruner 
argues that what is taught should be worth an adult’s knowing. But 
the question of what is ‘worthwhile’ requires a value judgement on the 
part of the teacher. It is an individual decision. We ourselves have made 
such judgements in the course of this book: we cannot however deter- 
mine what other people’s choices should be. We do however argue that 
it is the teacher who makes the selection of concepts to be cultivated, 
that it requires serious thought and discussion well ahead and, as will 
be demonstrated, we would not wish to leave their cultivation to 
chance, 

Here we should admit that we firmly believe that the teacher plans 


and directs the process of instruction. To some teachers this may 


appear to be a retrograde step. Teachers who have been influenced by 
feel that they should start 


the ‘progressive’ movement in education may 
from the interests demonstrated by the children and follow their 
initiatives. We think there are weaknesses in this position. ‘Topic 


Work supposedly arising from the interests of children tends to be 
ght suggest, teachers find in 


surprisingly stereotyped because, we mi i 

children the interests they hope and expect to find. No child admits to 

an interest in smashing up telephone booths, and if a child voiced an 

interest in sexual behaviour, how many teachers would be prepared to 

follow it up in topic work? Teachers too, looking for initiatives among 

their children, may seize.on the interest of one child but be unable to 
abit ve S.C.E R J.. West Bengal 
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-children who are not prepared to initiate activity. In the case of such 


- their conceptual structures or relevant skills 
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find any expressed interest in particularly apathetic and unresponsive 


children the teacher’s role is to provide experiences which will extend 

limited horizons and provoke questions. Once he orishe does this 

there is little difference between the progressive’s philosophical position 
and our own. A series of topics supposedly based on children’s interests 
may well be unbalanced, omitting some vital subject area like science, 

or repetitive, neither of which flaws would be tolerable in such areas of 
the curriculum as mathematics or language. Other teachers have based 
topic work entirely on their own enthusiasms since here they have a 
command of the material and the possibility of communicating their own 
commitment: this is open to very similar criticisms. A whole year’s work 
on say, canals does not seem to us to be justified and when it is argued 
that through canals, maths, science, history and geography will be 
‘brought in’, these disciplines are apt to appear in the form of bits of 
relevant information without necessarily involving the development of 


Strategies for Encouraging Concept Development 


Suggested by Marion Blank w 


but it can be applied nearly as well with older children. She Suggests 
that as an early step we shou 


have already encountered t 
family is that it consists of 


Instead of using, 
they think important’, ‘how they earn their living’. 
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Exercise 1 | 
Perhaps you could try to devise verbal mediators for authority, power, 
unemployment, inflation, factory, justice and revenge. Finding verbal 
mediators sounds imposingly difficult but it is in fact what the good 
teacher does all the time and once practised it soon becomes instinctive. 


A next step is to present an example of the concept using the verbal 
mediator, if the concept word is unfamiliar. With young children this 
might mean presenting a picture saying ‘Here is a family’ or ‘Here are 
men working in a factory’. A visit too might ‘present the example’ of 
the concept. If the concept is more difficult, say ‘way of life’, it may 
take a whole unit of work on one example of a people’s way of life, 

e.g. on Eskimos, to present the example which would be built up 
gradually by pictures, stories and reading materials. Then having looked 
at houses, clothes, travel and ways of obtaining food, the teacher might 
ask the children to make a frieze and then attach to it the caption “This 
is the Eskimo’s way of life’. With some kinds of concept the teacher 
may present both examples of the concept and non-examples: “This is 
nota factory but a shop’, ‘This is not a factory but a home’. 

The presentation of the concept can be discussed so as to bring out 
some of its attributes. For example having shown the picture of the 
factory, one might say: ‘What are they doing?’, ‘Why do you think they 
are doing it?”, ‘Does your father do this kind of work?’ A young child 
cannot be expected to form a concept solely from one example (though 
experienced adolescent learners are often expected, perhaps unreason- 
ably, to do this). Consequently it is necessary to provide several 
examples of the concept, possibly by drawing on the children’s own 
experience — ‘You belong to a family. How many are there in your 
family?’ or ‘Let us make a picture of our way of life. Draw me a pic- 
ture to show your house, clothes and food etc., and label it “My way 
of life”? Alternatively by providing a contrasting example, e.g. a 
Picture of an animal family and a study of American Indians, we seek 
the same goal. 

Some authors would suggest that when 
examples of a concept they should be encour: 
infer the characteristics of the concept, reject 
Matter in the examples so that the children might say, for instance, 
after work on families that a family usually has father, mother and 
children. Others argue that the teacher should himself give this kind of 
comment when presenting the example. ‘By way of life we mean the 
homes people live in, the clothes they wear, the work they do.’ When 


the children have had several 
aged by questioning to 
ing fortuitous or irrelevant 
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children appear to have a grasp of the concept they may be given prac- 
tice in recognising positive and rejecting negative examples of it. For 
example, if children have encountered the concept of ‘habitat’, they 
might be asked to sort out pictures showing the habitats of different 
creatures and separating them from those pictures which were irrelevant. 
A final word on negative examples of concepts; children find it more 
difficult to reject negative examples than select positive examples. If 
we show a picture of a dog scampering about the sands and ask ‘Ts the 
dog working?’ the children may be unwilling to say ‘No’ because the 
form of question suggests the answer ‘Yes’. The ability to reject irrele- 
vant material in any context is however a valuable one and needs 
teaching. Children need to learn that a negative response can be the 
right response and will only do so if they have practice, reinforced by 
‘the teacher’s approval. 
When children recognise positive and reject negative examples of 

concepts they may need to be introduced to the concept word if it has 
not already been used conversationally. Sometimes teachers spend 


And having introduced this useful verbal mediator, he needs to get the 
children to use it in tasks and discussion. ‘What is good about their way 
of life? Would you like it? How is it different from ours?’ Some people 
would in fact argue that the best way to promote concept development 
is to provide the experiences from which the Concept can be inferred 
and only provide the new concept word as the coping stone of the 
edifice. 

Since a concept is in fact a way of classifying a group of phenomena 
(oyalty’ for example is a concept-word which classifies certain kinds 
of behaviour) it follows that classification exercises are helpful. If we 
ask children to list what they will need to stay alive on a desert 
island we are teaching the concept ‘survival’. If we ask children to list 
all that is needed to build, stock and runa supermarket (as Hilda Taba 
did) they can then be asked to group those things which go together. 
When they put together hammer, spade, shovel, they may be able to 
Suggest a common name — all these are tools. When they say they will 
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need vans and lorries, they may or may not be able to classify these as 
transport. When they say they will need people at the check out, people 
to fill shelves, someone to tell people what to do, they-are unlikely to 
call these people ‘labour’ but may use a verbal mediator and say ‘people 
to do the work’. Such listing, grouping and naming activities are all 
helpful for concept development. An alternative form of classification 
exercise for older children who have some grasp of a concept and need 
to refine it may involve giving them examples and non-examples in 
written form. ‘John and James go to France for a holiday. Are they 
making a colony? People from Ireland come to work in England. Are 
they making a colony? The answers here may well refine the children’s 
understanding of colony: it is permanent, not temporary, it involves a 
group of people who live close together, not scattered about the 
country. 

This second method also utilises mismatch situations, which 
involves valuable techniques for raising the level of children’s under- 
Standing, and enables the teacher to identify the level of understanding 
the child has. If in answer to a question about a factory a child says, 
drawing on his knowledge of the only factory he knows, ‘It’s that place 
down the road where they make bicycles’, the teacher needs to provide 
an example of a factory which makes, say, biscuits, so that the child 
assimilates this new experience and is able to raise his level of under- 
Standing of ‘factory’, saying that it is a place where things are made. The 
teacher cannot of course organise a visit to a factory on an occasion 
like this so he may ask other children for their understanding of factory — 
and in discussion encourage them all to accommodate the newly shared 
experience, A good deal of a teacher’s informal conversations with ; 
children as he goes about a class involves the use of mismatch situations. 
Consider this small example of teacher-child conversation. 


(Invasion) 

Teacher: What is an invasion? 

Pupil: Tt is a kind of attack. ; 

Teacher: If you attacked Jim would that be an invasion? 
pil: No. Lots of people have to come to your county, 

Teacher: If they come for a holiday is that an invasion? 

Pupil: No, not unless you didn’t want them to come. 

Teacher: So an invasion is . . . 


the 6-year- 


In the following discussion the teacher has been talking to eae 


old children about work, and has established that people wo 
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money to feed their families. She then introduces a mismatch situation 
by showing first a picture of Morris dancers and then one of footballers. 


Teacher: Do you think they are working? 

Jess, Noel, Calvin, Cathy: Yes. 

Others. No. 

Cathy: They are dancing and people give money to them. 
Teacher: I see, if you get money they are working . . .? 
Jess, Noel: No. 


Others: Yes. 

Teacher: So you don’t work at school, because you don’t get paid? 

Jess: No we do work at school but we don’t get any money 
because we are too young. It is work to learn not work to 
earn. 


Marion: Not all work is paid. 

(Here the new idea is assimilated by Marion) 
Teacher shows a picture of footballers. 
Teacher: Do these men earn money? 


Calvin: They’re playing football and they win things and get money. 


Teacher: What happens in summer when they don’t play football? 
Mark: They still get paid because they have to practice... 
Noel: 


Some people play sport for fun and so 
Sort of work when they get paid. 
(Noel assimilates the new idea) 


me get paid. It is a 


These conversations involve the re 
as to develop conceptual grasp. 
We have perhaps given enough examples to show that in promoting 

conceptual development in young children, you begin with the ‘con- 
crete’ and move nearer to the abstract. By concrete we do not mean as 
we should in maths that the children should manipulate real objects 

and necessarily therefore encourage them to spend lots of time cutting 
out cardboard for castle or swords when teaching ‘way of life’ for 
instance. Moving near to the concrete may however mean referring to 
things children have touched, used, experienced or observed, for example 


breaking down ‘way of life’ to mean initially homes, clothes, food and 


work. In particular it may mean getting nearer to children’s day-to-day 
experience; for exam: 


ple authority may be personified in policemen or 
lollipop ladies; laws in yellow lines forbidding parking; rules in those 
children have learned about crossing roads; the community in the 
streets in which they live; trade in the swapping of children’s collected 


peated use of mismatch technique so 


objects; revenge in their own feelings about ‘getting their own back’; 
agriculture in a visit to a farm. It requires some ingenuity to make some 
concepts accessible to children. If we take the concept ‘values’, we have 
a difficult idea which one might consider impossible to approach until 
the late secondary stage. It is not however impossible if we make it 
‘concrete’ by saying: ‘How did the Eskimos treat old people? What did 
the Greeks spend their money on? What did they prefer to do with 
their spare time? Which did the Elizabethans build most, churches or 
houses? And how are these various forms of behaviour different from 
ours? What does it suggest about us if we give elderly people pensions 
or if we spend our money on holidays and travel, etc.?” 

Some difficult notions can be incorporated in stories which make 
the abstract concrete. Here is an example: 


Exercise 2 


What concepts are being cultivated here? 

Tom kitten is six weeks old. When he was born he began to feed 

from his mother straight away, nobody needed to teach him what to do. 
Soon he began to stagger about the box he was born in. Now that he is 
seven weeks old his mistress says its time he learned to lap. She puts 

out a saucer of just warm milk. Taking him to the milk she pushes his 
nose into it. He splutters. He has milk all over his whiskers and starts 

to wash his face. He tastes the milk. Not bad at all. In a day or two he 
has learned to lap like a grown-up cat. ; 

It is much harder to learn to get through the cat-door. His mistress 
decides to teach him. First she opens it wide. He can jump in and out. 
A few days later, she opens it quite a lot but he has to wriggle through. 
To encourage him she rattles his plate and when he has wriggled 
through she gives him a reward, a bit of chicken. Soon he can get in 
and out of the house through his own door. He learns to wriggle 
through without trapping his tail. 

So some things any kitten knows how to do; others someone has to 


teach him. 


Not only can a concept be presented to the children in the form of 
a picture but in making a frieze or collage or composite picture a con- 
cept can be built up and made ‘concrete’. Such a picture might show 
‘way of life’, ‘community’ or ‘environment’ as we show later in the 
book. 

Finally, we would argue that while secondary teachers tend to over- 
estimate the capacity of their pupils to handle abstract ideas, primary 
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school teachers tend to underestimate what their pupils know and under- 
stand and what they are capable of doing. We have ourselves been 
frequently surprised by the way children, at reaching school age, have 
absorbed a knowledge of their environment. American investigators were 
similarly surprised by the wide number of countries and places their 
6-year-old subjects had visited and by the wealth of knowledge they had 
assimilated from television, so that for instance they already associated 
India with poverty, starvation and overpopulation. The investigators 
found the children capable of dealing with sequential if not chronologi- 
cal time and of developing social science concepts. We ourselves have 
found that a majority of the 6-year-olds in a class on a council estate 
school had visited a bank and knew that you got money there. A 
minority knew that in order to get money out you had to put it in. 


Seven year olds were able to say, after looking at a picture of an African 
woman with her baby, 


could grasp at not only 
Children in that age gro 
were out of work and 
younger children volu; 


Notes on Exercises 
Exercise 1 


Possible verbal mediators for concepts 
Authority Who is in charge? Who tells people what to do? 
Power Who is the leader? Who is the boss? 


Who makes people do things? 
Unemployment Cannot find work. 


Has no work to do. 


Inflation Prices go up. 

Factory A place people go to make things. 
Justice Is it fair? 

Revenge Getting your own back. 

Exercise 2 


The story of the kitten and the cat-d 


oor is teaching the ideas of innate 
behaviour (feeding, moving, 


washing) and learned behaviour (lapping, 
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getting through the cat-door). One could follow up such a story with a 

listing exercise: list those things a cat/puppy does without being taught 
and then make a list of those things he can learn to do. After the listing 
exercise the teacher could introduce the words ‘innate’ and ‘learned’ as 
applied to behaviour. 


Lee A 
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2 SKILLS 


When Bruner and others analyse the nature of knowledge they identify 
as important not only concepts but characteristic modes of inquiry. 
Just as we noted the concepts characteristic of each discipline we can 
outline the methods used by historians, geographers, sociologists, econo- 
mists and psychologists. For example, in politics the student of elections 
may start with a question he wishes to investigate: who is likely to win 
the next election? He questions a carefully constructed sample of 
people and from their answers makes a forecast suggesting what is likely 
to happen. The modes of inquiry of a number of disciplines involve the 
same steps, the selection of an area of investigation or a problem; the 
construction of a questionnaire, the selection of a sample, the analysis 
of the resulting data using mathematical techniques, and the publication 
of a conclusion. In some areas, for example in psychology, the heart of 
the investigation may be an experiment. Bruner argues that if children 
are inducted into such techniques they not only learn a set of skills 
transferable to the solution of other similar problems, but they learn to 
make tentative conclusions and do not mistake interpretations for facts. 
Already in many schools when children carry out a traffic survey or 
similar small scale survey they are being inducted into a mode of 
inquiry of this kind. Later in the book we suggest that children might 
investigate attitudes to work by way of a questionnaire. If they do so, 
they are likely to come to conclusions such as ‘Most people prefer to 
work’. They will know exactly how soundly that conclusion is based 
from the investigation they carried out, they will know perhaps that it 
is based on a small sample, that they were not able to ask people from 
every occupation, and that a minority of people did not prefer to work. 
They will learn therefore the limitations of the statement they make 
and will express it tentatively as Bruner anticipated. They will also have 
acquired useful skills — making a questionnaire; perhaps recording the 
results on a graph, and publishing, if only to the school at large, a series 
of conclusions couched with a respect for truth. 

The idea of teaching the mode of inquiry has influenced a number of 
secondary school curricular innovations and, as we have seen, has had an 
influence on primary school work. Some history teachers in primary 
schools have attempted to introduce children to the historians’ way of 
working by carrying out small investigations in local history using a 
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variety of evidence including documents. While we agree that it is 
valuable for the children to be introduced to the idea of evidence and to 
evaluate certain kinds of evidence, we do not propose to explore this 
kind of innovation fully partly because excellent examples are already 
available in, for example, Teaching History and partly because the use 
of historical evidence is very difficult for the non-specialist teachers who 
have never been taught in this way themselves and we are addressing 
ourselves essentially to non-specialist general practitioners. But a further 
consideration is that we would not wish to make teaching the. mode of 
inquiry in any discipline our major objective in primary school topic 
work. In history particularly it could lead to such aberrations — as we 
see them — as teaching children palaeography so that they may read 
documents written in the handwriting of earlier centuries. Further 

we would argue that the best basis for subsequent work in any discipline 
in the secondary school is to develop in children the conceptual tools 
they need for understanding the subject and a wide range of all purpose 
intellectual skills. 

The idea of such all-purpose thinking skills was first popularised by 
Bloom et al., in Taxonomy of Educational Objectives. Like many 
others, we have found this powerfully influential and have gone on to 
modify Bloom to produce our own way of categorising intellectual 
skills and the questions, tasks and various activities which encourage 
their development. We would not however claim that the categories 
We use: interpretation, classification, extrapolation, evaluation, etc., 
which are discussed in the next chapter, are the only possible ones or 
that it is a matter of great moment exactly how a particular question 
or response is classified. And we part company from Bloom et al. 
when they order the skills into a hierarchy with the simple (e.g. transla- 
tion) near the lower end and the more difficult (e.g. evaluation) near 
the top of the scale. We have found that tasks involving all the skills 
may be set at varying levels of difficulty. If one says to a pre-school 
child ‘What will happen if you get this clean tee-shirt dirty? he will be 
able to ‘guess’ the outcome and say ‘Mummy may be cross . If we ask 
an older child to extrapolate about the effects of pollution on the 
environment we are setting a more exacting task, because the concepts 


involved are so much harder, not because the skill involved is different. 


Some people may think that young children are not capable of 


practising intellectual skills. The work of Blank and Solomon however 
shows that even disadvantaged pre-school children could, with appro- 
priate questioning, be taught to make inferences. For example, the i 
children were ultimately able to interpret the teacher’s action in putting 
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on her coat and conjecture that she was going home. British children 
have usually learned to interpret pictures and photographs well before 
they come to school and can answer questions like ‘What is happening 
in the picture?’ Children and even adults from certain primitive societies 
could not do this. 

Consider this conversation between a mother and her 3-year-old son: 


Mother: Which dinosaurs do you know? 


Paul: I know Brontosaurus. 

Mother: Hmmm. What else? 

Paul: Strykosaurus. (Strachosaurus) 
Mother: Yes. What else? 

Paul: Stegosaurus. And Brontosaurus. 


Mother: Yes, you said that. 
Paul: Tyrannosaurus Rex. And Stryko — and Triceratops. 
Mother: That’s tight. Which is your favourite? (evaluative question) 
Paul: I think — uh — Tyrannosaurus Rex. 
Mother: Why is he your favourite? Why is he your favourite? 
(asks for reasons for evaluation) 
Paul: He wins everybody! 
Mother: He wins! Who does he win? 


Paul: He wins Triceratops, but he still dies. (referring to episode 
S in the book) 

Mother: Does he! Ummm. 

Paul: Then Allocaurus wins but he dies. Then nobody wins. 


Mother: What happened to the dinosaurs? Can you tell me? What 
happened to the dinosaurs? 

Paul: Maybe they all had a fight with — uh — maybe the plant 
eaters had a fight, and the meat eaters had a fight with each 
other. That’s what they did, or the earth growed too cold. 

Mother: Yes, maybe the earth grew too cold. Do you think so? 

Paul: No one knows. 

Mother: No, no one knows, do they. No one knows. 

Paul: Maybe the dinosaurs know — how they died. 

Mother: It’s difficult to ask them though, isn’t it... if they’re dead. 
What happens to dinosaurs when they die, do you think? 

Paul: Um ... dinosaurs die, 

Mother: Yes, and what happens to them? Do you know? 

Paul: No, they just get buried. 
Mother: Yes, and then what happens? 
Paul: And they get took away in a funeral car. 
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Although this little boy is still prone to magical interpretations of his 
world he can answer an evaluation question, ‘Which is your favourite?’ 
and give a reason for his choice. He is also learning to demonstrate the 
tentativeness Bruner valued, is able to envisage’ several possibilities and 
accept uncertainty. 

Children then can demonstrate that they possess these skills in 
embryonic form. Why practise them in school? First of all teachers are 
aware that simply teaching information in topic work is not enough. 
How many of us can recall the details of what we learned in history and 
geography in the primary school and if we could, in what sense would 
it be useful to us? Teachers wish to give their pupils something of perma- 
nent value and, in their search for this, they have sometimes laid great 
emphasis on the acquisition of reference skills, the ability to use books 
to find out what we wish to know, to handle encyclopedias and/or 
dictionaries, tables of contents and indices. These skills are valuable but 
not a totally satisfying answer to the teacher’s problem. While these skills 
are useful to a student in, say secondary school and undergraduate studies, 
not all the problems of adult life can be solved by consulting a book 
though that may be a useful first step. Teachers universally wish to 
teach their pupils to think — and to know from their own experience 
that the ability to do so is the most useful byproduct of school life. 
They are often however at a loss about how to help children to per- 
form this mysterious process and exhortations to ‘Think, John, think’ 
do not have the hoped for outcome. The idea of a series of thinking 
strategies, each of which can be initiated by different kinds of question 
or task, can therefore be perceived as a yaluable step forward. 

There are two other reasons why we would recommend practice in 
intellectual skills. First, having acquired a concept a child needs to use 
it, skills and concepts are then essentially linked, not disparate. Skills 
can hardly be practised in a vacuum: you cannot practise interpretation 
for example without interpreting something. Concepts too need to be 
used if they are to be accommodated into the child’s permanent 
intellectual structure. Learning skills and concepts are therefore comple- 
mentary activities and should go hand in hand. For example, if the 
child has been introduced to work on Authority in the context say of 
matters within his own experience: the school, the neighbourhood, the 
Peer group and has been introduced to the concept word ‘authority’ 
one might say to him, ‘Which of these people is in authority here? 5 
‘Which have authority to stop the traffic?’, ‘Which sort of things does 
a doctor have authority to do’. All these are exercises in classification. 
We might go on to ask him to extrapolate: ‘If you had the authority to 
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run the school, what changes would you make?’, ‘Which of the children 
in this story is best fitted to hold authority?’ (evaluation). | 

Finally there is evidence to show that children’s ability to handle | 

tasks involving intellectual skills can be improved with experience. This | 
has been shown by a variety of educational experiments ranging from 
that of Black and Solomon with young children to eleven-year-old 
children’s ability to make moral judgements by Kohlberg. It is however 
virtually self-evident; if one introduces children to say questions 
involving the interpretation of a picture, they may be a little thrown 
by an unfamiliar approach but they usually show rapid even dramatic 
improvement which, as you would expect, subsequently becomes 
slower and more difficult to detect over the fairly long term. 


Questioning 


Since intellectual skills ma 
tions, it seems desirable to 


questions induce respons 
something he knows ve 
like the ones shown in 
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limitations of human knowledge. 

One way for a teacher to improve his oral questioning is to use a 
tape recorder and analyse his interaction with his pupils, studying not 
only his contributions but their responses. Interaction analysis has 
however been discussed at great length elsewhere so that we do not 
propose to explore it further. It will be clear however that these tech- 
niques have influenced our approach to teaching, in particular our 
approach to discussion, the importance of which in the mental deve- 
lopment of young children is now well appreciated and which we 
consider at length from page 102. 


Transfer 


Implicit in a good deal of what we say is the idea of transfer, i.e. that- 
the understanding of concepts and skills acquired at one stage of educa- 
tion can be transferred by the learner to new situations encountered at 
a later date. The notion of transfer is at the heart of Bruner’s thesis that 
we should teach the structures of subjects not information. Much 
information is highly specific to one situation, e.g. the names of dino- 
saurs once learned are not likely to be used again unless a teacher asks 
for dinosaurs’ names.But generalisations such as “When people emigrate 
their way of life is likely to change’ or ‘When the supply of goods 
increases the price of them is likely to fall’ can be transferred from the 
situation in which they were learned to new situations both inside and 
outside the classroom. A concept like ‘evolution’ once learned can 
enable a learner to interpret and organise a wide variety of data not 
only in the field of biology but in other disciplines too. Some people 
distrust the idea of the transfer of learning from one situation to 
another because, many years ago, it was agreed that the learning by 
rote of nonsense syllables did not improve the memory, but if we did not 
constantly transfer our learning from one situation to another, we 
should be likely to burn our hands or get knocked down crossing roads. 
It is thought however that learning is transferred only if the situation 
in which it took place and the situation where it is to be applied 
subsequently are similar. Transfer is also facilitated if teachers teach 
for it, i.e. if they encourage the learner to reflect upon how, say, he 
solved a problem, so that the principles involved are made explicit. 
This seems to be the technique used by de Bono in his curricular 
materials designed to teach thinking. 

If we try to provide an example from our own domain: suppose in 
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the context of a topic on building the children have considered the 
influence of three factors on the homes of Red Indians viz materials, 
climate and way of life, the teacher could well conclude by reminding 
them of these three considerations and say ‘Next time you are thinking 
about homes, remember to ask yourself “What was there for them to 
use to build with?”, “What kinds of weather did the house have to stand 
up to?” and “How did the people in the houses live?” ° Consequently 
when the children come to examine the homes of some other group, 

say Iron Age people in Britain, the teacher will remind them of these 
key questions and concepts. It might therefore be helpful for us, 

instead of starting a lesson with a banal reminder o 
‘What did we learn last time about X?’, to make a habit of reminding 
children of useful and relevant concepts and techniques, e.g.: ‘You 
temember when we made a list of what we needed for the supermarket, 
we first listed, then grouped and then labelled the groups, now today we 
are going to make a list of what we need to survive on a desert island...’ 
or alternatively: ‘You remember when we listed the pros and cons of 


living in a cave, now we are going to think about the pros and cons of 
living in a lake village.’ 


f past learning: 


Note 


\ 1. We are indebted to our colleague Dr Sandra Harris for permission to use 
this transcript. 


3 ATTITUDES AND MORAL DEVELOPMENT 


Learners’ Attitudes 


Attitude formation in children is a potentially explosive subject. A 
number of young teachers when asked what attitudes they would wish 
to cultivate in children said unhesitatingly ‘respect for authority’. When 
asked to list the kinds of behaviour which children would show if they 
did respect authority, they naturally referred to the children’s 
behaviour in the classroom. It was only when they went on to ask 
such questions as ‘Are they to obey all orders given by an authority?’, 
‘Are they to believe everything they are told by an authority?’, “Are 
they to believe everything they read ina printed authority?’ that they 
perceived that they, as responsible members of a democratic society, 
wished to cultivate a very complex set of attitudes which they had not 
thought through fully. And it soon became clear that attitudes to 
authority were concerned not only with feelings but with under- 
standing. In other words feeling and thinking were closely linked. 
There are, however, certain attitudes relevant to children’s work 
which are less controversial and less linked to levels of understanding. 
Some essential attitudes we take for granted in the majority of chil- 
dren, i.e. willingness to attend school and, at a higher level, willingness 
to participate in the activities provided there. In the context of topic 
work we can define our goals for learners in the ‘affective domain’ — as 
this area of feelings and attitudes is known. We would wish them to be 
willing to ask questions relevant to the matter in hand, to make contri- 
butions to discussion, to show enthusiasm by, for example, choosing 
to read relevant books in their spare time. Behaviour of this kind 
demonstrates a developing interest in the work which may, as the child 
matures, become incorporated into his personality permanently, though 
we should accept that he may form many such interests which prove 
transient though not necessarily without value for him. Reflection 
suggests that the growth of such interests, which we have all experi- 
enced, is fostered by success and the satisfactions involved in a given 
activity. The areas of the curriculum associated with pain and failure 
tend not surprisingly to be those learners avoid. Teachers therefore can 
encourage the growth of commitment by the generous use of praise 
and appreciation of children’s efforts in topic work and by so carefully 
structuring tasks that children encounter success. This means setting the 
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tight level of difficulty in work (see Part 3), and also means that when 
children do encounter failure or difficulty it is dealt with construc- 
tively: that the teacher can diagnose the child’s problem and do some- 
thing about it (discussed in Part 3). The child’s willingness to persist in 
the face of difficulty can be strengthened, not only by verbal 
encouragement from the teacher, but also if he can be rewarded by 
finding that his persistence does produce satisfaction, however delayed. 
Many schools in the past 20 years have stressed the importance of 
cultivating attitudes of co-operation among children. Sometimes the 
chief token of this is the arrangement of desks in groups rather than 
rows, a feature which may characterise even classrooms where all the 
tasks set are in fact individual, involving little or no ‘co-operation’. 
Children are very quick to learn from the ‘hidden’ curriculum and 
where the lesson which that ‘curriculum’ teaches is that people ought 
to compete, not co-operate, they are quick to put their arms pro- 
tectively round their work or carry out disapproved forms of co- 
operation like copying. When they demonstrate these behaviours their 
attitudes, whatever their teachers’ avowed goals, have been shaped by 
the competitive atmosphere of the school and society. If teachers wish 
children to show willingness to co-operate with other children, it is not 


enough to give different groups different work-cards, tasks or materials. - 


What is needed is to identify certain tasks as co- 
what sort of co-operation is required and teach such co-operative strate- 


gies. In devising these it may be helpful to observe what happens when 
a group of children spontaneously co-operate in a task o; 


T game. 

Suppose the co-operative task is that of making a model of the street 

the children have been studying. Co-operation will be promoted if the 
children embarking on this are friends and choose to work together. 
Any form of group work can be damaged by personality clashes 
between individuals or if the children are effectivel 
other. 

The task can be broken down into sub-tasks; drawing the plan on the 
base; listing the buildings, traffic, people observed in the street; deci- 
ding which to include; deciding, however tentatively, the proportions of 
the buildings to people; selecting the relevant materials; making the 
individual items; arranging the whole on the base; and labelling the 
model. All this gives scope for some group and some individual tasks. 
The children can co-operate ina variety of ways for example by 
carrying out a joint listing exercise. The teacher can help by suggesting 
the children sit in a group facing each other, that one volunteer writes 
down the items, that all children in turn make a suggestion, and that 


Operative, consider 


y strangers to each 
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the scribe reads it aloud for them to check it at the end. When it comes 
to the decision about the items to be included and those to be omitted, 
the teacher may suggest each child makes a suggestion and gives a 
reason, e.g. ‘The factory is the biggest building so it must be in’. It may 
be desirable to advise a group of children who fall into dispute about a 
decision to vote and introduce to them the notion of majority and 
minority. When they reach the point of arranging the items on the 
plan, they can be given an example of generous appreciation of their 
efforts by the teacher. ‘Hasn’t Jane made a splendid factory? You can 
see the people working.’ The teacher can similarly set the example of 
rewarding helpful suggestions from members of the group and inviting 
the children to appreciate the efforts of others. There is no guarantee 
that these procedures will counteract successfully all the pressures , 
inside and outside school towards competitive rather than co-operative 
attitudes. What these suggestions illustrate is that the need for careful, 
structured, thoughtful planning exists in the ‘attitude’ field as in any 
other. 

We have considered the development of favourable attitudes to 
topic work and the attitudes towards learning which teachers consider 
desirable, there are however attitudes to the nature of knowledge which 
innovators in the field of the curriculum have come to stress recently. 
We have already referred to ‘tentativeness’ which is valued by Bruner 
and others influenced by him. But how, you might say, can we tell when 
a child is demonstrating this attitude? It can often be identified when 
children use words like ‘probably’, ‘perhaps’, “t might be that’ or ‘do 
you think that . . ” and avoid unjustified certainties. To this we would 
add the willingness to say, where appropriate ‘We don’t know whether 
.. ? —in other words to accept that there are limitations to human 
knowledge. We would hope to encourage children to be willing to give 
reasons for an opinion, to be willing to admit error, to be willing to 
change their minds if convinced by evidence or argument, but to be 
sufficiently independent not to change their opinion simply because 
their best friend has a different one, in other words we would wish to 
cultivate progress towards rational autonomy. 

A tall order, you may say, for primary school children. How is it to 
be done? First of all by example. The teacher in these circumstances 
is not unwilling to say ‘I don’t know. Let’s try to find out...’ in 
answer to a question. But going beyond that he may say, ‘I don’t 
know. I don’t think anyone knows . . .’ or he may indicate several 
possible explanations for a problem. He will from time to time use the 
formula, ‘Well, on the one hand it might be that .. . on the other hand it 
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might be . . . What do you think?’ And he can encourage the desired 
attitudes by praise, by showing interest in children’s tentative sugges- 
tions, by asking for alternative views, explanations and possibilities. In 
fact he can set tasks which evoke the attitudes desired. In the following 
chapters there are many illustrations of such exercises,for example 
nearly all open-ended questions may invite tentativeness, especially 
questions involving extrapolation and evaluation, e.g. ‘What would 
happen in England if the climate suddenly became very much warmer?’ 
or Which of these houses is the best?’ 

Some teacher may feel strongly that topic work is where the teacher 
can do something constructive to tackle current social problems at their 
roots by, for example, discouraging racist attitudes. If you have read 
the results of recent research which shows that children develop racist 
and class attitudes as young as four years old, you may feel a moral 
obligation to try to promote a belief in the intrinsic value of all indiviu- 
als regardless of skin colour or sex or class. Indeed any primary school 
teacher cannot help but wonder if he has a duty to seek to influence 
children’s attitudes in this field either through direct exhortation or less 
directly through topic work, There is evidence to suggest however that 
direct attempts by liberal-minded teachers to change attitudes to race 
may in fact be counterproductive, They could generate tension in a 
racially mixed class of children and create difficulties which did not 
previously exist. We ourselves would prefer to approach this question 
obliquely rather than head on. For example work on Red Indians might 
provide a chance to examine racial clashes without raising the emotional 
temperature. In the context of a Subject therefore where the matter is 
distanced, we would ask such questions as ‘What would the Indians feel 
when the white men killed the buffalo?’ What did the white settlers 
feel about the Indians?’ ‘Why did they fear them?’ 

Another topic which might lend itself to work on race might be one 
on ‘people moving’. When children had considered what moving house 
meant to them (How do you feel about leaving friends? How do you 
feel the first day at a new school?), then one might consider different 
groups of emigrants: the Pilgrim Fathers ; British emigrants going to 
Australia, West Indians coming to England; etc. The teacher might 
organise children to work on different migrant groups using the same 
set of questions: ‘Why do they go? What problems do they have when 
they get there? How do they feel about their old homes, the new land?’ 

etc. From such work the children might begin to appreciate the diffi- 
culties and aspirations of people entering British society. 
Whether or not we teachers undertake this kind of topic it is 
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important we should be sensitive to and critical of reading material 
which obliquely inculcates racist or sexist values. Readers in which 
coloured people appear only as primitive tribesmen are still encoun- 
tered, as are histories which treat the story of the Americans, say, as a 
tale of white conquest and scarcely refer to the culture of the indigenous 
population, their cities, their art, their economies. Books on jobs and 
careers rarely show girls in anything but traditionally feminine Toles 
and abound with assumptions which some people would call ‘sexist’. 
Similarly the same principles apply in planning topics, a topic, for six 
year olds, on ‘Work’, should not necessarily begin with a discussion of 
‘What does Daddy do?’ in a society where working mothers are a 
common experience and a topic on India will be more concerned with 
Akbar ar Ghandi than with Clive. 

Not only do children form attitudes to race which they catch from 
those of adults, but they are known to form favourable attitudes to 
government, admiring the Queen for instance and being firmly on the 
side of law and order. It has been found that well before adolescence 
children are beginning to form a commitment to one party or another, 
before the age for instance at which one would expect to find a full 
understanding of what a political party is. And even more important 
they are forming attitudes favourable or unfavourable to participation 
in the democratic process and community life. This seems to us to 
justify our including in the children’s programme topics like ‘authority’ 
or ‘justice’ or ‘the community’. They are not, as many have supposed, 
outside children’s range of interests if presented appropriately. 

It was knowledge of American research on the growth of social and 
political attitudes among children which helped to make Vincent 
Rogers feel that British primary schools were unduly prone to censor 
social studies materials so as to exclude the controversial. Children, he 
thought, were encouraged to list the services provided by the comm- 
unity but not to evaluate them, to make traffic censuses but not to 
consider critically the problems created by the motor car. Altogether - 
they are fed too bland an intellectual diet. This is a serious and, we 
think, justified criticism. We would go further and argue that commonly 
the approach to topics is sentimental. For instance ‘people who help us’ 
is a popular theme with seven-year-olds. The people who ‘help us’ such 
as dustmen are in fact very often comparatively poorly paid employees 
doing an unpleasant, heavy and dirty job in the service sector of the 
economy. The type of question we might ask about them is not only 
how do they ‘help’ us but what would happen if nobody did this work, 
is it more or less important than that of the milkman or postman or the 
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farmer, and what are the advantages and disadvantages of the job from 
the point of view of those who do it? This same sentimentality is often 
reflected in the eternal topics on ‘spring’ or ‘autumn’ whose intellectual 
content is often low level, banal and repetitive. Geographers have long 
complained that the teaching about life in other countries is frequently 
dated and inaccurate, depicting people in clothing no longer worn or 
ignoring the rapid movement towards urban and industrial life which 
has taken place. Although most primary schools are in towns or 
suburbs there seems to be almost a conspiracy to pretend that life is 
still rural. 

Bruner’s project MACOS gave a sharp jolt to this unchallenged 
sentimentality when it depicted Eskimo life in all its harshness and 
brutality, so much so, that teachers became anxious about the emotional 
shock which children would receive from the bloody seal-hunting and 
the treatment of the elderly. 

There is, however, a genuine problem for teachers with reference to 
‘sensitive issues’ in the primary school. Different people have adopted 
different policies in this area. The team who planned Social Studies 8-13 
decided not to examine the family as an example of a human group 
because it might prove a ‘sensitive’ topic, but Hilda Taba devised a sub- 
stantial sequence of lessons for six-year-olds on that subject, apparently 
without encountering difficulty. We have met teachers who thought it 
dangerous to suggest to children that all adults did not have unlimited 


limits of an individual’s power, e.g. Can the lollipop lady send you to 
bed early? Can a policeman send you to prison? This seems to us unduly 
authoritarian. We ourselves have however expressed doubts about the 
wisdom of a topic on race relations in this country. Another difficult 
subject is that of war. Children are easily interested in stories about 
World War 2 and what life was 
from their homes, a great adventure. Would we be prepared to read to 
them the diary of Anne Frank and explain its context? And is the 


and space travel? E 

Our own conclusion would be that our wish to protect children from 
the uglier realities of the adult world should not lead us to misrepresent 
it, so that children have to unlearn in the secondary stage what they 
learned in the primary school, While we would not set out to confront 
the consequences of nuclear war in the classroom, we would not refuse 
to answer questions about it nor brush them aside. 
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To sum up, there is a small number of attitudes — such as favourable 
attitudes to schooling — which we would all agree are desirable. Beyond 
these, when we approach attitudes to social relationships, race, class, 
sex and the like, the question of whether to seek to influence children’s 
attitudes in a particular direction is one for the individual conscience 
of the teacher. If, however, we do set out to influence attitudes then 
we must analyse, plan and evaluate just as rigorously as in the cognitive 
area. It is also worth remembering that, whatever we decide about 
trying to influence children’s attitudes in sensitive areas, they will form 
such attitudes none the less. 


Moral Education 


Moral issues are involved in any field of the curriculum that considers 
human behaviour. They cannot therefore be treated as belonging solely 
to the content of religious education. Moral education may be regarded 
as essentially social: Kohlberg suggests it arises initially in children’s 
attempts to grapple with the moral dilemmas springing from their 
experience of life in the human group, in the family, in the peer group 
and in the community. Topic work therefore, in so far as it deals with 
aspects of human life in these and other groups, must confront moral 
issues. It does so, for example, in the context of the topic we later out- 
line on ‘Desert Island’ where we use the story of a boy who, chosen as a 
leader, abuses his authority. No doubt looking through the examples we 
use you will find a number of similar moral problems. 

In this context we should perhaps make plain our position that, 
while there is undoubtedly an attitude component in moral develop- 
ment, since people may be able to understand a moral principle without 
being willing to act upon it, our concern with moral growth is in this 
area of the curriculum mainly cognitive. Empathy, the capacity to 
enter into the feelings of other people, is itself at least partly a cognitive 
process which can be initiated by questions such as ‘What do you think 
X felt when he did this?’ ‘Why do you think he felt like that?’ “Have 
you ever felt like that?’ etc. s 

In stressing the cognitive aspect of moral development we are in good 
company with Piaget and Kohlberg who both treat moral development 
in this way. They have both identified stages in the process of moral 
development ranging (in Piaget’s case) from a pre-moral stage where 
the child’s moral judgements are made in terms of the pleasant or 
unpleasant outcome of the action; a second stage where moral judgements 
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are justified by reference to authority (‘It’s wrong because Miss Smith 
said so’); a third stage which stresses reciprocity (‘I wouldn’t like some- 
one to do it to me’); a final stage of autonomy where the individual in 
making judgements is able to make allowances for motive and circum- 

` stances. Successors to Piaget like Kohlberg have modified the idea of 
developmental stages but, more important, have shown that progress 
through the stages may be accelerated and that the further up the 
ladder the child goes during his school days, the greater the chance of 
his moral development continuing in adult life. Happily too a strong 
correlation is found between the ability to make moral judgements and 
the practice of acting upon moral principle. 

Our central concern then is, if progress in moral development can 
be accelerated, exactly how may this be done in the context of topic 
work? The first Step is to identify the level at which children are 
Operating, not we would Suggest, so that we can slot them in to one of 
Piaget’s or Kohlberg’s stages, but so that we can Consider ‘which way 
is up’, i.e. what can be done to advance understanding. To give an 


in the early nineteenth century 
stealing a penny. 


Teacher: Wasn’t that awful, send. 


ing a little girl your age to jail? 
Child A: She was stealing. 
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Teacher: Yes, but wasn’t sending her to jail cruel? 

Child A: Not to jail, but she was stealing. 

Child B: She has to be punished . .. 

Child: Not jail, but could they have branded her? 

Child B: Brand her on her hand so people would know . . .? 

Child D: Cut her hand off. (laughter) 

Teacher: But she was starving! 

Child C: Well, they could give her food, some food, just a bit, and 
brand her and let her go. 


Here the teacher was expecting the children to show a very subtle mix- 
ture of attitudes and opinions. They were not to approve of stealing but 
they were to make allowances for the child’s motive in doing so. They 
were not to approve of the early-nineteenth century authorities’ treat- 
ment of children as fully responsible for their actions, though the chil- 
dren had no doubt been constantly told that they themselves were 
responsible for what they did. They were expected to understand that 
punishment should relate to the seriousness of the offence. And they 
were to empathise with the starving child, although they themselves 
had probably never been more than mildly hungry and had always had 
almost unlimited access to food. All of this was too much. They had 
been taught to reject theft and expected approval for doing so. And 
their experience of history stories had probably led them to expect 
that such stories would be liberally laced with violence — and branding 
with a letter T for thief seemed appropriate to the period. 

Given such a response what can we do? Clearly it would be unhelp- 
ful to pursue this particular issue in that session: there is no point in 
merely inviting children to be censorious. In the context of ‘Desert 
Island’ we did not ask the children how they would punish the boy who 
abused his responsibilities of leadership, but what, in the context of the 
peer group, they could do i.e. persuade him to change his ways, choose 
another leader, or go away and form a group without him. Further, 
the context of the story of the child and the penny is obviously too 
remote from the nine-year-old’s experience. If we wish to raise their 
level of understanding we need to return to their moral world and find 
problems within it. For example, the children are familiar with the 
problem of accidental as opposed to deliberate damage as the cry ‘I 
didn’t mean to do it’ frequently demonstrates. This involves the vital 


idea of making allowances for motive and intention and so, if we tell 


the story of a football accidentally kicked through a window, they may 
Well be able to make a moral distinction between the action of the child 
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who did not intend to break the glass and that of the vandal who did 
intend to do so. And if we wish to make the problem more subtle and 
more difficult we may say ‘Suppose John and Jane decided to play near 
the greenhouse and knew that the ball was very likely to get kicked 
through the glass. Are they to blame if it is broken . . .?” 

The subject of justice and law may provide similar opportunities. 
We know that six-year-olds often form their views of both from tele- 
vision and, if asked to draw pictures of policemen, show them with 
guns catching the baddies and putting them in prison. At the same time 
their day-to-day experience of rules and law is often formed by the 
instruction their mothers give about crossing roads and by their general 
experience of travel. They know for example there is a 70 mph speed 
limit on motorways though, said one, ‘My daddy always goes at 80’. It 
is not difficult by questions such as ‘What would happen if there were 
no traffic lights? What would happen if people parked cars where they 
liked?’ to promote the idea thatcommon wellbeing depends on respect 
for law. It does not require the teacher to take up a highly didactic 
stance to establish this understanding which is relevant to their moral 
progress. 


Moral Education — Exercises 


Can you think of homely, familiar problems which could be used to get 


children to consider the key moral idea that circumstances and motives 
legitimately affect our judgement of people’s actions? Here is an 
example in the context of a topic about football: 


John is the captain of the football team and has to pick a team for 
the match against class 3. He decides he must leave Clive out of the 


team because he is no good. What does he say to Clive? Does he 
say ‘You're out because you’re no 


you did quite well in the practice 


(1) Now try to find another context for the same moral problem and 
write a little story about it end 


ing with some question or task for 
the children. 


(2) Then try to think up a context and a little Story for another moral 
problem involving the inflicting of pain, i.e. in what circumstan- 
ces is it right to hurt someone else and in what circumstances 
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wrong? sngai 
(3) Finally do the same thing using generosity as the issue. Is it 
always right to be generous? 


Notes on Exercises 
Moral Education Exercise 2 
(2) Example of story about inflicting pain 


Jane’s mother is very cross with her for teasing the cat. Jane has 
dressed the cat up in dolls’ clothes and the cat is miserable. Jane 
made things worse by trying to pin the clothes on and in doing so 
stuck the pin into the cat. The cat howls with pain. Jane’s mother 
says ‘Stop that Jane. You are really hurting Puss. It’s cruel.’ The 
next day Puss is limping badly. Jane’s mother finds he has some- 
thing stuck in his paw. They decide to take him to the vet and put 
him into a basket. He hates this and howls worse than ever. At the 
vet’s, the vet removes the thorn but obviously hurts the cat, as 
much as Jane had hurt him in her play. Jane says to her mother 
‘Wasn’t the vet cruel?’ What does her mother say, do you think? Is 
there any difference between the way Jane hurt the cat and the way 
the vet did so? 


PART TWO 


RESOURCES FOR LEARNING 


4 PICTURES 


Every teacher realises that learners — adults as well as children — are 
able to cope with a new area of study with greater confidence, speed 
and likelihood of success if they are provided with what the educational 
psychologist refers to as ‘concrete’ support for the thinking involved. 
Whilst it is certainly true that one of the criteria on which cognitive 
development might be assessed is the increasing independence of such 
concrete support for the mental manipulation of concepts and proposi- 
tions, we all seek recourse to examples and models as an aid to under- 
standing and reasoning and it must, just as certainly, be part of the 
teacher’s role to provide such concrete support and provide for his pupils 
to make the best possible use of it. For example, no teacher would 
expect his pupils to develop a concept of length from a purely symbolic 
exposition about linear distance and standardised units. Over a fairly 
lengthy period the teacher would provide for the child to handle material 
and to see examples whilst at the same time using appropriate vocabu- 
lary such as ‘long’, ‘short’, ‘longer than’, ‘shorter than’, From there the 
child might go on to ordering three or more pieces of material in terms 
of their length, start to compare materials of different length against 
some arbitrary units such as his hand or a book before proceeding to use 
and handle standardised units and, at the same time, talking about 
them in a great many different situations. Later on the child will usually 
be capable of understanding and working on propositions which refer 
to matters of linear measurement and to units of measure such as the 
metre, without direct reference and recourse to concrete models and 
examples; but it is a fairly slow process. 

Such direct experience is invaluable in all conceptual development. 
A child’s understanding of the concept of change is likely to be more 
effectively developed if he has experienced some change in his own life 
and has thought about it. If he has moved house he will be able to list the 
similarities and differences between the two houses and their situations, 
he is likely to know about at least one possible reason for change — his 
father getting a new job or being promoted for example — he is better 
able to make judgements about what is good about change (a bigger 
house, bigger garden) and what is not so good (losing contact with 
friends, greater distance from the shops or school) and perhaps get some 
deeper understanding of how peoples’ values change with their circum- 
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stances. His grasp then of the causes and effects of change and so of the 
concept of change itself will be developed more efficiently through his 
experience than through any system of his having to listen to teacher 
exposition or having to read about it in the abstract. 

Teachers can, of course, make use of such experience and help to 
provide it and subsequent chapters in this book deal with both the use 
of the child’s day-to-day experience and such teacher-sponsored experi- 
ences as visits. 

However, neither opportunity nor time allow for every idea we want 
to introduce to children to be accompanied by direct experience and 
indeed vicarious experiences can often be just as useful. One form of 
vicarious experience which has traditionally been available to teachers 
comes in the form of pictures and one would include under this heading 
maps, diagrams and graphs. Such material is certainly not in short 
supply, and the popular educational press provides a great variety of 
pictures so that most schools and many individual teachers have a vast 
stock upon which to draw. 

Whilst pictures are, of course, useful as a means of supplying inci- 
dental background information when they are displayed on classroom 
walls or as a means of attracting children towards a classroom display, 
they also form an invaluable classroom resource for cognitive develop- 
ment. In this latter context, however, they are frequently neglected 
and yet they are really of far more use to the teacher in the primary 
school than many books, for at least three reasons. In the first place 
there is a much greater variety of subject content suitable for topic 
work in pictures than there are available books; secondly, pictures 
provide — through the examples and models they illustrate — concrete 
support for the ideas embedded in them which the words of a sentence 
or passage in a book do not provide; and thirdly, questions can be set 
on a picture without the danger that the child will be able to copy or 
paraphrase as he can from a book in giving his answer. In addition 
pictures have an obvious advantage in any situation where there are 
children of limited literacy. 

This section deals with the kinds of questions that might be asked 
using pictures. Questions should, of course, always be designed to 
promote thinking rather than simple recall. For example, if we refer 
back to the child who moved house the question ‘What time did the 
removal van arrive?’ promotes little thought — the child simply has 
to remember. The question ‘Why do most people hire a removal van 
when they move house?’ gets the child into thinking about specialisa- 
tion, efficiency, expertise, convenience and similar ideas if he is to give 
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an adequate answer. Concept formation depends upon the child being 
asked to think about an idea in as many different ways as possible and 
to use that idea in the largest possible number of ways and situations. 
This matter of thinking about an idea — at a higher level than simple 
recall — is essential if the child is to grasp the idea and develop his 
understanding of it. We can help children to develop concepts then by 
getting them to apply a range of thinking strategies or thinking skills to 
the ideas or concepts we want them to develop. 

There are several lists of these skills — often referred to in the 
literature as intellectual skills — with similar thinking processes being 
given different names. This book uses those thinking processes listed in 
Bloom’s taxonomy as the basis for the categorisation of questions and 
tasks that follow. What is important, however, is that teachers acquire a 
serviceable and comprehensible check list of intellectual skills and a full 
understanding of the kind of tasks, by questions for their pupils, which 
will develop those skills. The list of intellectual skills suggested in this 
chapter and developed elsewhere in this book is fairly short and simple 
and can no doubt be added to, revised or re-organised in the light of 
further reading or experience. What is important at this stage is that 
teachers realise that asking questions is not an unstructured, random 
exercise — the principle of specific question types must be borne in 
mind and applied to oral question/answer and discussion sessions, to 
the making of work-cards and similar task-setting procedures. 

Before we look at the various categories of questions in relation to 
pictures, it might be useful to emphasise that not all pictures are 
equally suitable for use as a basis for questions and task-setting, and it is 
a matter of some importance if the session is to be a success that the 
pictures selected are carefully chosen. The best pictures will be those 
full of activity. If we want to question children about the role of the 
police in our society so as to develop their understanding of such con- 
cepts as authority, or law, or rules, or interdependence or such, then a 
picture could be very useful. However, 4 picture of a policeman 
standing to attention in front of a static background of houses would 
be of little use. The picture most useful here would be one showing 
a range of police activities. The policeman might be stopping the traffic 
in a busy street, interviewing passers-by or others involved in an acci- 
dent, using dogs to find evidence, speaking on his two-way radio and 
Similar activities. ane 

In such pictures will be a wide range of visual clues, which will 
Provide children with the kind of help they may need to answer ques- 
tions about the role of the police, the reasons why such a role is 
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necessary in society, the possible effects of not having a police force on 
individuals and on society as a whole. But using pictures and finding the 
clues as a means of answering questions and solving problems has to be 
taught and developed over a long period and is the basis of intellectual 
skill acquisition. 

Pictures are especially useful in the development of four of these 
intellectual skills — interpretation, classification, extrapolation and 
evaluation. The interpretation of a picture involves explaining what 
the picture is communicating to an observer. It involves giving reasons 
for the things observed and making deductions and inferences. The 
child has to be taught to recognise and interpret the symbols that will 

indicate, for example, status — ‘Which of the men in the picture is in 
charge?’ or ‘Are the people in the picture slaves or freemen?’ The 
‘pictorial symbols will also give clues as to the reasons for things — for 
example, ‘Why does the miner in the picture wear a helmet?’ or ‘Why 
do you think the castle walls are so high?” Interpretation questions 


frequently, though not always of course, begin with what? or how? or 
why? 


‘What are the people in the picture doing?’ 

‘How do you know the man in the picture is a policeman?’ 
‘Why do you think the birds in the picture have such long legs?’ 
‘What are the houses in the picture made of?’ 

‘Have the people in the picture any enemies?’ 

‘How do the people in the picture get their food?’ 

‘What are the tools made of?’ 


Pictures will not, of course, always be used in isolation and will usually 
only be one source of information simultaneously available to the 
children as a means of developing concepts and generalisations. For 
example a topic on the Lapps may have as one of its intentions the 
development of the concept of culture or way of life and in particular 
the idea of a nomadic culture. Part of understanding this concept will 
be the realisation that there are specific reasons why a group of people 
like the Lapps spend their lives moving about from place to place. It 
will be necessary to grasp the notion that this movement is not random 
but to do with food and water supply, with the movement of reindeer 
herds and the availability of pasture. Understanding will need to be 
developed not only of the causes but also of the effects of such a way 
of life in terms of the kind of shelter such people built, the skills they 
developed and the values they held. What is important here is not 
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simply the understanding of the idea of culture in the context of the 
Lapps and understanding the cause and effects of such a life style on 
their behaviour. What is of even more value is that the child is now 
better able to transpose and extend the idea from the Lapps to, say, 
the Bedouin Arab. A child who has understood nomadic in the context 
of Laplanders ought to be able to infer, hypothesise, generalise about 
the environment the Bedouin lives in and indicate, as an instance, the 
kind of shelter he is likely to build, given the one piece of information 
‘Bedouin Arabs are nomads’. Working for this kind of understanding 
and ability requires that our questions tease out the causes and effects 
of, in this case, being a nomad. 

So, if we used picture A as the basis of a discussion or on a work- 
card we might ask the following interpretation questions: 


(1) What is happening in the picture? 

(2) Why is the Laplander lassoing the reindeer? 

(3) Why have they brought a sled with them? 

(4) What do you think the Lapps use to make their tents? 


Picture A 


At the same time, other information available through books or stories 


will allow a further range of complementary interpretation questions to 


be asked: 


(1) Why do you think the nomadic Lapps live in tents and not houses? 
(2) What do you think the nomadic Lapps make their clothes of. Why 


are they so decorative? 
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(3) Why do they find dogs so useful when they are hunting the 
reindeer? 


There are other interpretation questions that could be asked on this 
picture but those listed are probing the ideas that the nomadic Lapps 
need to hunt for their food supply, that they have easily transportable 
belongings (a tent for example) and have devised efficient ways of 
carrying their goods — all matters to do with their particular lifestyle 
or culture. 

Picture B, on the other hand, helps to develop the idea of cultural 
change and to investigate the causes and effects of that change in terms 
of a new lifestyle, new ways of providing the necessities of life and the 
skills required of a settled farmer as against a nomadic hunter. The 
following interpretation question might be asked on picture B. 


(1) Why has the Laplander built a house and put up fences? 
(2) What do you think he is doing? 
(3) Do you think the reindeer will try to escape? 


Picture B 


Exercise 1 


Devise a number of interpretation questions on picture C. Try to relate 
your questions to some particular idea(s) you are seeking to develop. 
Classification can also be taught through the use of pictures. The 
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ability to classify phenomena is of vital importance in the extension of 
conceptual understanding. Classification requires a child to seek for the 
characteristic criteria that will allow them to place phenomena into the 
correct pigeonhole. Being able to place a new piece of phenomena into 
its correct pigeonhole in this way prevents the confusion that would be 
perpetually with us if every new situation we met was unique. The fact 
that the world is not so confusing as that is because we have this sorting 
arrangement to help us organise the mass of incoming information. 


Picture C 


__ We develop the ability to classify by providing for children to list 
items under various headings. Which heading they put a particular item 
under will depend on their being able to identify common characteris- 
tics of all the items under the same heading. Later on they will recognise 
the possibility that some items may go under more than one heading 
and will be able to label groups of items themselves. An aspect of this 
skill is often referred to as application, by which we mean that the child 
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is able to apply his understanding about a particular grouping to a new 
situation when we ask him the question ‘Is the man in the picture 
holding a weapon or a tool?’ Here the child has to apply his knowledge 
about the characteristics of a weapon and of a tool to the new pheno- 
mena and so put it into the correct pigeonhole. Of course it may be the 
child could answer ‘Well on the one hand it is designed as a tool for 
chopping down trees and cutting the trunks into pieces suitable for 
building the boat which is being made in the picture but he could use 
it as a weapon if he were attacked because it has a sharp metal head 
and a long shaft . . .’ However getting such tentativeness into a child’s 
answer may take a very long time. 

Classification/application questions on pictures help children then to 
a better grasp of a concept and an extension of that grasp or understand- 
ing. By this is meant not only knowing more instances of what fits into 
that particular conceptual group, but also knowing that examples of a 
concept or grouped items can often appear to be superficially quite 
different. Examples of such questions are: 


(1) Which people in the picture are working? 

(2) Which building in the picture are factories? 

(3) How many different jobs are being done in the picture? 

(4) How many forms of defence can be seen in the picture? 

(5) Which of the animals are reptiles? 

(6) How many different kinds of transport can you see in the picture? 
(7) Which of the people in the picture are rich and which are poor? 


Exercise 2 


Devise classification questions on pictures A, B and C. 


A third skill we can develop using pictures is the skill of evaluation. 
Primary schools have been criticised in the past for failing to require 
children to make judgements or to express their opinions. Children can 
be encouraged to evaluate information through the process of offering 
opinions about it. To do this they must balance some aspects of the 
information they are receiving against other as 


2 pects and perhaps to 
come up with reasons both for and against the idea they are being asked 


to make a judgement about. The child, who in answer to the question 
‘Would you like to live in a cave?’ asked in the context of some topic 
work on cavemen, comes up with the answer “Yes, if the cave were dry; 
some were not. You could defend the entrance of it if it was not too 
wide. Not if it were wet. It would be cold’ has already got the idea of 
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giving arguments pro and con and of giving reasons for his views. 

On the Lapp picture A we can ask evaluation questions such as ‘Is 
the sled a good way of carrying things?’ and ‘Would dogs be most useful 
to nomadic Lapps who hunt reindeer or settled Lapps who own farms?’ 
and, in the same context, questions like ‘Would you like to be a nomad 
like the Lapps in picture A?’ ‘Who would have the hardest life, a 
nomadic Lapp or a settled Lapp?’ 

All these questions ask the children to weigh up the evidence and 
express an opinion about the things we want the children to understand 
— what culture is and how it is affected by environmental and other 
factors. 

< Other examples of evaluation questions might be: 


(1) Look at the picture (or the map) and say which is the best place 
to cross the road. 

(2) Which warriors have the best weapons? 

(3) Is red a good colour for a fire engine? 

(4) Are modern tools better than the tools you can see in the picture? 

(S) Is the village in the picture easy to defend? 


Exercise 3 


Look at picture D. This is an excellent example of the kind of picture 
that lends itself to the asking of a large variety of questions about 
Worthwhile ideas or concepts, for example trade, defence and environ- 
ment. Write down as many questions as you can based on this picture 
under the three headings we have considered so far — interpretation, 
classification (application) and evaluation. 

We can also ask children to use their understanding of a concept to 
80 well beyond the information they have and to determine the impli- 
Cations, consequences and effects of some change or extension of that 
information. This is called extrapolation and is yet another intellectual 
skill that we can foster using pictures. We are asking the child to fore- 
cast how a situation he can see in the picture might develop and will 
Tequire him to use and extend his thinking about such important ideas 
as cause and effect. ‘What do you think will happen next in the picture?’ 
P a useful extrapolation question on a picture, especially when the 
Picture being used is one which implies action. Other examples of 
Wuestions are: 


(1) How would the lives of the people in the picture be changed if the 
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weather got colder? 
(2) What will happen if the flood water in the picture gets any higher? 
(3) What might happen if the lollipop lady did not have a uniform? 
(4) (using picture B) ‘How will the farming Lapp feed his reindeer in 
the winter? 
(5) (using picture D) ‘What will happen if the people cannot agree 
about what is a fair exchange? 


Picture D 


i ie : 


ERAN BHT a 


In setting questions on pictures or in any other context it is of course 


quite unnecessary to keep the different cate 


gories separate. On picture 
D we could reasonably ask: 


(1) What has each group brought to trade with? (interpretation) 
(2) What do you think will happen next? (extrapolation) 


(3) Why do you think the groups need the goods they will receive? 
(interpretation) 
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Indeed the sequence of question ‘What is happening?’ ‘What will happen 
next?’ ‘Why?’ is both natural and logical. 

There are other intellectual skills or thinking strategies which are 
dealt with elsewhere in this book. It is particularly important that 
teachers deliberately aim to foster such strategies in their pupils if 
conceptual understanding is to develop, since understanding only comes 
through looking at and thinking about information from a variety of 
different points of view. 

For example, if we want children to understand the concept of social 
change it is not simply a matter of telling them that things are no 
longer the same as before. We would need to get the children at the 
appropriate level to list the changes they can find evidence of and to 
think about the reasons why such changes took place; to classify and 
categorise examples of change according to its probable or identified 
Cause, to evaluate the benefits or disadvantages of change, and to 
hypothesise about the consequences of lack of change or of different 
kinds of change of which there is no direct evidence. 

Of course once we have started asking such questions and got 
children to start thinking in appropriate ways we need to gently improve 
the quality of their answers. This means the teacher thinking out the 
answers to his own questions and deciding what will be a good evalua- 
tion or interpretation answer and what will be a poor one. Failure to 
do this will result in the teacher missing opportunities to improve the 
quality of the child’s answer through clues and prompts. 

Generally an answer will be better if: 


(a) the number of possibilities considered is increased; 
(b) there is a suggestion of tentativeness about any conclusions. 


This pr ogress in thinking ability does not develop spontaneously. It 
Must be taught just as the skills themselves must be. The following 
Questions asked about picture D are answered at three different levels 
of quality. The first level is the acceptable minimum and the second 
and third levels indicate an improvement in quality in the ways sugges- 
ted above. It would be useful for the reader to consider what he might 
Say to a child who gave the minimum answer, by way of prompts and 
clues, to get that child to supply an answer nearer to the second or 

ird stages, 


Interpretation 
What are the group of men doing? 
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A: (1) Talking to each other. 
(2) Talking to each other about trading and trying to decide how 
much the tools are worth. 
(3) They are trading tools for jewellery. The traders are probably 
eager to get the tools and so may have to be the ones who 
give way on the amount of each to be swapped. 


Extrapolation 
Q: What will happen if they cannot agree? 
A: (1) They will fight. 
(2) They will fight and the trading will come to an end and the 
traders won’t get any tools. 
(3) The trading will stop but probably only for a while because 
the traders need tools much more than the village people 
need jewellery so it is likely they will back down. 


Application/ Classification 
Q: Is this a primitive community? 
A: (1) Yes they wear skins. . 
(2) Yes they wear skins and live in huts and they haven’t any 
money. 
(3) They do have primitive tools and boats but on the other hand 
they are well organised as a community and in matters of 
trade and defence — so they are not all that primitive. 


Evaluation 
Q: Is this an efficient (or good) way to trade? 
A: (1) No, the village people may not want jewellery. 
(2) No. They might not want each others? goods and in any case 
it would be hard to agree on how many axes for a necklace. 
(3) Well it isn’t as good as having money because the things are 
quite big — but if amber is rare, small bits could be quite 
valuable and at least it is portable and a bit like money. 


Like most kinds of progress this development of thinking abilities will 
not come overnight but it will come if it is part of the teacher’s 
questioning technique to provide for it. 


Exercise 4 


Take the questions already devised in Exercises 1,2 and 3. Answer each 
question at three levels indicating: 


Cie ee See 
(a) an answer you would accept but at the minimum level o 
(b) the answer improved by the inclusion of more | considered possibili- 
ties, Er 
(c) the answer improved by an indication of the tentative nature of 
possibilities. : 
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When we come to consider the use of books in topic work, we must first 
be aware of three important intellectual skills which come into their 
own most strongly when we are dealing with the written word. The first 
of these is what Bloom calls ‘translation from one level of abstraction to 
another’. What this rather forbidding formula involves is simply this, if 
we ask a child to put in his own words what ‘barter’ means, or if we 
say ‘It says in the book that Mr Jones is the manager of the dairy — 
what does a “manager” do?’, then we are asking the child to ‘translate’. 
This activity of ‘translating’ has two values. One is obvious, it is an 
essential testing device, in that if the children do not understand the 
concepts ‘barter’ or ‘manager’, they cannot ‘put them into their own 
words’. Secondly, and less obviously, the act of ‘translating’ itself serves 


to clarify and strengthen a child’s grasp of a concept, as in this oral 
‘translation’ of ‘barter’. 


Its like giving things, so, if I give somebody, er, some budgie seed 


and they swopped me some marbles. Not money. Like budgie seed 
for marbles. 


The child here first tries the idea of ‘giving’, then retracts it. Then she 
casts about for an example of something one could barter with and 
comes up with ‘budgie seed’. This forcing of the learner to provide their 
own illustrative examples is one of the more valuable aspects of 
‘translation’, in that an example taken from your own store of interest 
and experience — i.e. ‘budgie seed’ — is likely to be more lively and 
memorable than one offered you by an outsider. Finally she crystallises 
the idea in five words ‘Like budgie seed for marbles’, having on the 
way dismissed the idea of money. For further illustration of the value 
of this exercise, you could try writing down clear explanations, without 
using dictionaries, of some high level abstraction like ‘Common Market’, 
‘imperialism’ or ‘primitive’ and see whether your own understanding is 
enhanced by the effort of ‘translating’ the idea into simpler terms. 
Translation need not involve only words-to-words, as it were. It is 
equally legitimate to ask a child to translate some idea like ‘raid’ ‘farm’ 
or ‘factory’ into a drawing, and we will later pursue further this form of 
translating. 


There are two further skills which complete our repertoire: synthesis 
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and analysis. Synthesis is involved whenever a child composes a response 
to some task or question requiring more than one or two words; it is 
the organising of words (or pictures) into the most appropriate and 
effective order. Its importance runs far beyond the topic area, it is 
improved by frequent practice and by force of example and all teachers 
are very well aware of its importance, whatever name they may use 

for it. 

Analysis is equally vital as a skill, it could in fact be called the key 
to all other skills, because it involves, simply, knowing what to do, what 
skills to use, when faced with a task. As educated adults, we are very 
adept at analysis. When, in an exam situation, we read on the paper 
‘Discuss the view that joining the EEC has been a disaster for Britain’, 
we know the following things: (i) we are required to write an answer 
(not, as the word ‘discuss’ seems to imply, talk to our neighbour in the 
next desk about it); (ii) we are required to write quite a lot, probably 
about a thousand words or more; (iii) we are supposed to say something 
on both sides of the question; (iv) we will be rewarded if we can quote 
statistics or things important people have said about this question; (v) 
we must write in a formal, non-conversational way. We know all this, 
and more, even though we may not have the faintest idea how to 
answer the actual question itself. 

Unfortunately, we are also prone to forget that we were not born 
knowing these things, and that when we ask children to ‘Find out 
about’, or ‘Write about . . .” or ‘Write a story about . . > their success 
will depend heavily on knowing the conventions involved in ‘Finding 
out...’ etc. In other words, before a child can evaluate, extrapolate, 
translate or whatever, the child must know that that is what is required, 
must analyse the task, in fact. Look at the following two stories about 
‘The Cavemen Find a new Way of Living’. 


A. (Sarah) We all decided that the cave was no good any more a place 
to live so we went to the forest. We tried to make houses out from 
wood and it was very hard and they leaked in the rain then our chief 
had a good idea and we put mud and leaves in the cracks to keep the 
rain out so we had nice new huts for houses. 

B. (Carl) Our tribe has a new place to live. It is in the forest in the trees 
our chief took us their one day and we all waked down their to our 
new place to live. We will be happy in our new place. There are trees 
and rocks and a river. 


Sarah has hiterpeted the move (‘no good any more a place to live’), 
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extrapolated successfully by anticipating the difficulties of making 
timber huts and the solution to the difficulty, and synthesised the 
whole thing into a fair narrative. 


Carl has also synthesised quite well, so he is obviously not illiterate, 


but his account is absolutely banal because he has not addressed the 
questions of ‘Why move?’ 


and “What problems might arise?” as Sarah 
has. In other words, he ha: 


“The Cavemen Find a ne 


through books, we m more general question — 
what is the function of books in topic work? 

Tony is doing a topic on ‘building’ and is using the little book on 
Building in the excellent Ma 


cdonald ‘First Library’ series. He has been 
set the task ‘find out about masons’, and he 


card, 

ction is probably typical of thousands of such uses 

y thousands of children in our schools every day. 
defi 


8 the use of books. 
ers, however, would fe, 


el disquiet about Tony’s 
efforts, and they would be right to do so. In the first Place, although 
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the correct use of the index is obviously admirable, the task set for 
Tony represents a very inadequate view of what is involved in using 
a book or books to learn things from. 

Suppose an adult heard that his son or daughter was going to live 
and work in Colombo, knew nothing of Colombo except that it was in 
southern Asia and wanted to know more, then he might look up 
‘Colombo’ in, say, Encyclopaedia Britannica. There, he would meet 
the following first sentence of a short account of Colombo: ‘Colombo, 
the capital and principal seaport of Ceylon, lies on the west coast of 
the island just south of the mouth of the Kelani River.’ It is extremely 
unlikely that he would write that sentence down verbatim as Tony did. 
What he would do is start to use the information, relating it to concepts 
he already possesses: ‘Capital — well, there should be a bit of enter- 
tainment — probably other British people living there — coast — should 
get some swimming and sailing if the beaches are decent.’ He might, 
of course, make notes on the rest of the article if he had some need to 
fix the information (perhaps to pass on to other members of the 
family). In that case, the notes would probably look something like: 
‘Capital — quite big — seaside — hot — lots of rain — daily air-services.” 
Whether notes were made or not, however, the whole operation of 
information seeking (apart from the initial use of an index to find the 
information) would have virtually nothing in common with Tony’s 
approach to the question of masons. 

A second, major objection to the style of work that Tony has been 
Set to do, is that it is very difficult to evaluate. Does Tony understand 
What he has copied down? Would he have copied down equally happily 
‘The masons drop the slargs over the tems’, or some other account of 
masons which would be as meaningless to him as slargs and tems are to 
Us? A boy of ten, of good intelligence and all round ability had eB: 
copied down from a book the sentence ‘Thrushes like to eat snails’, 
and moved on to his next task (copying a picture of a thrush). Tess 
than a minute later a visitor to the classroom engaged him in rA 
tion about his work and asked ‘Do you know what thrushes eat?’ The 
boy replied ‘No’. When the visitor pointed out, very casually, that 
there seemed to be something in the boy’s topic-book about thrushes 
cating things, the boy said ‘Oh, oh yes — it says thrushes like to a 
Snails’, Is Tony operating at this sort of purely mechanical ee $ f 
Someone transcribing things in an unknown foreign language? 2 o 

ese questions can be confidently answered unless we question ? ony 
Privately, which takes away most of the operational value of having 

0ks in the classroom at all, i.e. the possibilities they create of letting 
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children work independently, with minimum supervision for relatively 
long periods. 

Some of these objections to this style of work can be partly met by 
teaching children to paraphrase, or ‘use their own words’. ‘Masons i 
were men that cut the stones to fit in place’ as a response certainly gives 


us a bit more confidence that the child has actually comprehended the 
text, but what of these paraphrases? 


(a) Masons cut the stones and fit the place.’ 
(b)‘Masons cut some stones to fit the tomb.’ 
(c) Masons cutted the Stones to fit in place.’ 


(a) and (b) may or may not show important misunderstandings, or 
they may be, as (c) clearly appears to be, just desperate attempts to 
ange in what is already a perfectly satisfactory 
ple prose. Many children find this business of 
‘putting things in their own words’ very difficult, and a great deal of 
energy is misdirected into merely rephrasing prose which was perfectly 
well phrased in the first place. 
The real criticism to be mounted against the task that Tony was set, 
_ though, is a Positive not a negative one. This very short passage on 
de the picture which accompanies it) allows 
Major opportunities for concept development and the exercises of 
rtunities which are neglected by the ‘Find out 
, for example, the masons do not cut the 


man, his training, his responsibilities, his 
status. Specific questions invo! 


fare Wing intellectual skills that might be asked, 
to illuminate this concept could include: 
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other workers? (evaluation) 
(d) How do you think the masons learned their job? (interpretation) 
(e) Can you think of some other jobs that take a long time to learn? 
(classification) 


Provided that children have learned to move beyond the stage of 
‘yes-no’ answers to questions like (b) and (c), their responses to tasks 
like this will give us a fairly clear view of their level of understanding of 
masons as skilled men, since they will be unavoidably engaged in 

inking about the question as well as using the index, reading and 
Writing, 

This approach also provides us with an answer to two questions of 
fundamental importance about books and their place in topic-work: 
what are books for, and what makes one book better for our purposes 
than another? The prose on page 5 of Building could have been written 
by any teacher — it contains no out-of-the-way information, and is 
unremarkable in style. However, it is very cunningly wrought. It sets 
4S Up to do useful work on masons as skilled workers, and it also 
ae Ws us, if we wish, to start investigating the differences between 
Primitive technology (‘Hundreds of men pulled the stones . . .’) and 
technology today and also the idea of a social and organisational 
asure supporting ambitious public works (how would all these 
hundreds of men’ be fed, and who would stop them running away?) 
All this, in the space of 48 words, is there to be used if we want it. 

he text of a good book, in other words, is a well-contrived spring- 
Sard for learning, and it supplements the other springboards we use 

ie ToN; the children’s own experience, and our own ingenuity and 
Imagination in devising materials and situations to promote learning, 

3 ae test of a ‘good’ book then (leaving aside for the moment the 
peshon of matching the readability of the text to the children’s actual 
pang ability) is not so much ‘what does it tell me?” but ‘what can I 

S! about it? i 
the a m this point of view, we have to be particularly Bane ce, 
close nger of selecting attractive and informative books whic ne P 
Questions down, instead of opening them up. For example, pag 
Workers ne might have read: ‘Masons were the most a a ie 
` Stones S. They cut the stones to fit in place. If they did it zo g Ka 
t Would not fit, They had a long training. They were better 


ha; rey \ 
origina Other builders, because they were so skilful.’ Most of p 3 


$ j d by the 
this questions have been partly or wholly answered bY ie 


orm and we may or may not find it easy to devise ne 


- 
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to ask. In this particular case, we might well ask a child to say in his 
own words (or ‘translate’) what ‘better treatment? might mean, and 
‘translation’ tasks like this are often possible to set, and useful, on the 
more elaborate and explanatory texts which tend to close up other 
possibilities. The actual, spare, text however, was clearly better for 
our purposes. 

Even if a text lends itself well to use as a basis for concept and 
skill development through questions, we may still not get maximum 


| 
value from it, unless we phrase our questions well. If we take page 23 | 
of Building, we find the following text: 


In hot dry countries, houses are built to keep the heat out. The 
walls are thick and painted in pale colours. The windows are just 


big enough to let in light, but not let in heat. There is no glass in the 
windows so that breezes can cool the house. 


however, we are very likely to get the contents o 


Unfortunately, the process may not have involved much thinking by 
the child and is, 


always check th 
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Exercise 1 
Decide in the case of each of the following short extracts: 


(a) whether it is suitable as a basis for questions and tasks at all; 
(b) if it is, what questions might be set on it, and what concept or 
concepts might be approached through those questions? 


Extract A (Building, Macdonald ‘First Library’, 1973) 
Long ago, men did not build houses. They lived in caves. Later, 
men learned to build shelters from branches. In some countries 
people built huts of stone. 

Extract B (China Long Ago, Macdonald ‘Starters’, 1972) 
The Chinese thought small feet were beautiful. They bandaged 
girls’ feet to stop them growing. This hurt the girls when they 
walked. 

ahead C (A First Look at Cloth by Robin Kerrod, Franklin Watts, 
73) 


Most of our clothes, of course, are produced in factories. They 
are made in a variety of standard sizes so that they can fit people 
of more or less any size, shape and build. 

These clothes are called ready-to-wear or off-the-peg clothes. 
But to get a perfect fit, you must go to a sailor. He takes your 
exact measurements and makes clothes specially for you. We call 


them made-to-measure clothes. re 
Ret D(A First Look at the Post by Valerie Pitt, Franklin Watts, 
973) 


For the very earliest mail-carriers, life was full of hazards. Long 
ago a Persian ruler set up his own postal system. He had arelay 
team of riders and horses, so his messages could be carried far across 
the land. His riders rode over deserts, through mountain ranges, — d 
across gushing rivers. Wild animals were on the prowl, robbers waite: 
to waylay them. 

Extract E (A First Look at the Post) ; S 
Not all of London’s mail goes to the railway station by a ome 
of it travels underground on the Post Office Railway. E 
trains, rushing along at 55 kilometres an hour, carry the mai r elow 
the streets of London — beating traffic jams, snow-storms an 
hold-ups. 


activities, besides close 


Books ¢ is of many other 
an be used as the basis 0: ly fact, obviously, the 


Questioning on the ideas in short passages. In 
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technique of close questioning described above must be used quite 
sparingly — nobody wants to work through a whole book at the rate of 


half-a-page a day , however interesting and useful the tasks involved 
might be. 


Note-taking 


Reading fairly long stretches of text and making brief notes on the 
contents is a very useful learning technique. It is a very commonly used 
strategy in secondary schooling, though much less often used in the 
junior years, which is a pity. 

The little book on Building with which we started this chapter would 
lend itself to the setting of a note-making task on these lines: ‘Note 
down what people have made houses from, and what they have made 
important buildings from. Give the page numbers where you find things 
out. Make notes in two columns — I will give you a start, like this. 


Houses 


Branches (page 1) 
Stone (page 1) 
Mud (page 2) 
Wood (page 2) 


Important Buildings 


Pyramids — stone (page 4) 
Temples — stone (page 6) 


There are several important points about this task, First, it is important 


sk will allow the child to find relevant material on 
most of the book or section’s pages. The child has to learn that the art 
of note-taking involves know: 
-making techniques has nothing to 
and must be read carefully but 
end-product notes. However, it is 
page of a book, only to find that the 
ur purpose, and if the task had referred 
Pages out of 28 of this particular book 
ask as set leaves only seven pages with 
cular task can run right to the end of 
mmonly you will have to designate 
of such tasks, rather than try to 

ify material with several different 
themes. 


Secondly, in this instance the child is given clear instructions, and 
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examples as guides, on several important matters — how to lay out the 
notes, how much to write under each heading, how to give the page 
references, On the other hand, the child is left to work out alone the 
tactical problem of whether to read the whole book through looking at 
‘houses’ and then at “important buildings’, or to try to run the note- 
taking in both columns simultaneously. The conceptual problem, of 
what constitutes an ‘important building’ is also left to the child to sort 
Out. More guidance than this example offers would have to be given to 
children quite unaccustomed to making notes, and they will particularly 
require guidance and encouragement in leaving things out, but the 
target must be that the child makes gradually more and more of the 
decisions about how to take the present notes. 
irdly, it is important that having taken the notes, we can do 

Something with them. In this case, for example, we could ask the 
child to evaluate the pros and cons of the different materials used for ; 
home-building, and to classify the different sorts of ‘important buildings’, 
both tasks being performed not by reference to the book, but by 
Teference to the notes. The notes, in other words, have become a 
earning resource, which is, after all, what notes are supposed to be. ‘ 

Fi inally, it should be noted that this task, involving a whole book, is 
quite ambitious, especially, of course, for slow readers, but in fact, in 
the case of this particular book, a worthwhile note-making task on the 
Same lines could have been set on the first eight pages, containing 317 
pee Gncluding some picture-captions). Another important criterion 
or 0k-selection is suggested by all this, i.e. does the book in question 

ve coherent themes, running for a reasonable number of consecutive 
Pages, Which can form the basis for some worthwhile exercises in note- 
Making? 


Tmaginat; 
Maginative Works — Synthesis 
It is eag 

y to fi 
and task. à 
been de 


Tget, as we solemnly address the problems of see oe 
“Setting, that many modern books for young gaeran = stir 
agin en? both in text and through pictures, to be exciting, to 
 Bmation, The book quoted in extract B of Exercise 1, China pA 
i i i 

M Sa good case in point. Page 4 contains a very lively picture 0 


5 3 
Ngol assault on the Great Wall, and the following text: 


$ ; 
a Mongols were fierce enemies of China. They attacked China 
7 When the wall was built. 
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What this text and picture made Clive (9) want to do, was not answer 
questions, but write a story. He wrote as follows: 


We were all scared when the Mongols came at the wall but we got 
out bows and I got one then my friend right by me was killd by an 
arrow so I killd some more enemies for revenge. We soldiers drove 
(them) off and China was saved. Then they came back again and 
again with bows and arrows but we had our bows and arrows. 


Clive was persuaded to have another shot at a Great Wall story, after 
having looked up (i) what Chinese soldiers wore (p. 5), (ii) how people 
got letters written (public letter writer, p. 24). This was the result: 


Dear dad I am getting the letter-writer to write to you about the 
battle. lots of us were killed but we killed more of (the) mongols 
and we had our big strongcloth uniforms like armor so we wernt so 
scard, My friend was killed and China was saved again I practise bow 
and arrow every day in case they come again. 


The idea of reven: 
lost from the sec 
description of a 


ed Minoan-style silver 
++. passages, which make us 


ceptable risk and, after all, he was being asked 


actually to re-write a story he had already written. When the research 
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is being done properly, before the story is composed, the search for 
colourful detail and convincing background can make reading 
extremely purposeful and thereby very absorbing and useful. 


Choosing Books for Topic Work 


The type of book-based tasks that we have been discussing so far 
sussests two important questions for teachers to ask when they come 
to select books either for use in a particular topic, or for the class 
library, First, is the book coherent? Does it lend itself to the setting of 
note-making, summarising tasks, which involve either the whole book 
or fairly long sections of it? Are there worthwhile concepts which a 
child can pursue through reasonably long sections of the book, as the 
Question of changing use of building materials could be followed 
through Building? 

metis usually fairly obvious whether a given book is going to lend 
itself to the ‘note-making’ approach, but applying the second test on 
Ke Usefulness of small sections of the book for the setting of intensive 
Patches of questions and tasks takes a bit longer. Suppose, for instance, 
Section of text reads like this: 


a 


This is a car, (Picture) It has an engine to drive it, and the engine 


tses fuel called petrol. Here is another way of travelling. It isa 
reg (Picture) It also has an engine to drive it, and it uses diesel 
uel, 


a sent Suggests worthwhile questions like ‘What other things driven 
y engines do we travel in? Do you know what sort of fuel they use? 
We q pona happen if we ran out of fuel? What sorts of things could : 
~ Tavel in that don’t use fuel?’ There is an obvious, important set o 
about "4 think about here, and the text leads the way into thinking 

Ose things. If, however, the text were to go on: 


an i ships, helicopters, motor-bikes, motor-boats, all use fogl 
a drive their engines, If the world ran out of fuel, they would $ 
or h atop; Perhaps people would have to use sailing ships again, 


o : 
tses, Or just walk everywhere 


fs i have 
to hese Questions would have been closed out, and we would A 
“Tound for others. Very often, a superficially attractive an 
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interesting text makes itself less useful than it could be, by doing children’s 


thinking for them, and leaving simply no room for reflection or t 
speculation by the child. At the other extreme, a text can be excessively 
bland. If our text read simply ‘This is a car. (picture) This is a train. 
(picture) Many people can travel in the train’, then we would have to 
cast about for our own problem or unifying concept — such as fuel-use, 
to act as a focus for questioning, which would multiply our difficulties. 
A question like ‘What do cars and trains have in common?’ does not 
necessarily yield the answer ‘They both need fuel’, ‘Why can many 
people travel in the train?’, the only question suggested directly by 
the text, is a silly question, This text is not necessarily unusable, but, 
it is unhelpful. To check whether the general style of the book is to be 
unhelpfully bland, excessively ‘helpful’ so as to close out promising 
lines of questioning, or to hit the happy medium which raises questions 
without answering them, we need to check half-a-dozen pages or 
sections and actually try Setting a group of tasks or questions using a 
reasonable range of skills, If we can’t make it work one time in two, 
then the book is not going to suit our particular style of questioning. 

A second criterion in book selection is the skill with which the 
author introduces new concepts, or concepts that might be new, to the 
teader. The rate of introduction is one important factor: 


of Japan, and their adven: 
and myths, in later times. 


‘noble’, ‘lesser nobles’, 


‘gentry’, ‘Samurai’, ‘legends’ and ‘myths’ are all 
introduced (for the firs 


t time in the book) in 27 words. They are all 


On the great plains the Indians led a wandering life, They followed 
the buffalo from place to place, living in tents and carrying all they 
owned on horses. They were what we called NOMADS. 
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Nomad Indians wandered the great plains of America. They hunted 
the buffalo and were great fighters. 


Obviously the first passage at least tries to prepare the way for the 
new concept ‘nomad’, by talking about wanderings, tents and portable 
possessions. In the second passage, ‘Nomad’ could legitimately be 
taken to mean ‘red’, ‘fierce’, ‘friendly’, or almost anything else — it 
could even be the name of a tribe, and not much in the text that 
follows clarifies the matter. 


Readability 


With young learners, of course, we have the problem that as well as 
Not grasping a newly introduced concept, they may actually not be. 
able to read the unfamiliar word in which it is embodied. This brings 
Us to the question of the ‘readability’ of a book, in its technical 
Sense, which also must clearly be a vital criterion in book-selection. 
Matching the readability of text to the reading-skill of the children is a 
major part of the teacher’s role in any area, and there is a range of 
literature which goes very fully into this question, suchasAn 
Investigation into Alternative Methods of Assessing the Readability of 
Books used in School (Heallie, S. & Ramsey, E., Ward Lock, 1971) 
and ‘A Formula for Predicting Readability’ (Dale, E. & Chall, J.S., 
Educational Research Bulletin, vol. 27, 1948). Factors like the legibility 
Of the print, the size of the print, the length of sentences and of para- 
graphs operate across the board of children’s reading material, and it is 
not the brief of this book to go into the general subject of readability 
as such. One aspect of ‘readability’ in general, though, has strong f 
echoes in the particular matter of choosing books for topic work an 
that is precisely the question of predicion alluded to in the dis- 
cussion of the two passages above on ‘nomads’. j 

As the meaning of a se word is easier to grasp if we are ae clues 
about that meaning before we meet the word, so a word is actual a 
casier to read if its placing in the sentence, and the surrounding w ; 
Bive us clues as to what kind of word it might be. A good ee Ug 
Would be a foreign word like ‘Sioux’, which is always eae o Be, 
cult to read because of its bizarre, ‘un-English’ spelling. S we r 
like this, though — ‘One of the Indian tribes was a ee rE ek 
Teader, before meeting the word at all, knows to exes a ia : 
May already know the sound of that particular name fro 
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and, at worst, is not too surprised or disheartened if it turns out to bea 
funny word and he ‘has to ask the teacher what it is, If we had written 
it like this, though — ‘The Sioux were one of the Indian tribes’, then 
the young reader is grappling straight away with the word helped only 
by the very slender clue Provided by ‘the’. In this situation, children 
have read ‘Sioux’ as ‘six’, ‘suit’, ‘shaky’, ‘slow’, or been reduced to the 
sheer desperation of ‘people’, and ‘bison’, all of them reasonable 
candidates to follow the word ‘the’. If our author has the skill to 

and words which are intrinsically hard 
for this need for contextual clues then 
us’ on the side of choosing the book. 


wing extracts purely on the basis of 
that each book has good pictures, but 


would be useful for work with thei Pp 
tion with a topic on ‘work’, 


Exercise 2 


Extract A (What Happens When — You Throw Things Away by Gerard 
Bell, Oliver & Boyd, 1975) 


MORE AND MO 


ople. So Mr. Shaw has the same problem as 
his wife — but multiplied half a million times, 
The Shaw family thr i 


a 
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Ex a (What Happens When — You Throw Things Away) 
as ae ae which takes away the Shaws’ rubbish once a 
don ; s the men empty the bins into the cart, a special machine 
eae ane the rubbish — that is, presses it down very tightly. 
Saati his old 50 cubic metres of refuse. Can you work out 
a y how many years the Shaw family would take to fill the 
i ae! dustbins would be no use for a factory which has a lot 
cae get rid of, The refuse is put into a large box called a 
ah er. Every few days, a lorry brings a fresh, empty container 

akes the full one away to be emptied. Containers can be 

cleaned out and used again. 


ts (Daddy Drives a Bus by Anita Harper, Blackie) 
ae te that different people do different jobs when they go to 
- Jill's daddy’s job is driving a bus. 
aa Jill has noticed quite a lot about buses. She knows that 
nas i double deckers and some are single deckers. Most of the 
Ne she sees are red, but sometimes, when she goes to other towns 
e sees buses that are green or yellow or blue. 
One day Jill asks if she can see her daddy driving his bus. “Yes” 
says her mother, ‘if we get up early tomorrow We can go to work 
with daddy’. 


Extract D (Daddy Drives a Bus) 
Ae bus went back along the same road 
is erent because they were going the o 
e bus stops on the other side of the roa 
the bell, ting, ting, when the people had finis 
like he did before. 
a wonder where all these people 
i I think some of them are going to W 
e shops and some are boys and girls go 
mother, 
Sometimes they saw other buses with different numbers on and 
they were going to different places. Soon they got back to the bus 
garage and the bus was empty again. 


s but everything looked a bit 
ther way. They stopped at 

d this time and Ted rang 
hed getting off, just 


are going?’ said Jill. 
ork and some are going to 
ing to school’ said her 


Extract E (The Reporter by Michael Pollard, Macmillan) 


What’s the news? We all want to Know- 
The reporter’s job is to tell us. All over the world, reporters are 
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working to let us know what’s going on. 
In a city in Asia there is fighting in the streets. A reporter is there 
to tell us what it’s like. 

A statesman visits London 
what he says and does, 

A train crashes, A reporter is sent to desc: 
A famous sportsman is being married. Re 
are there to record the event. 


from abroad, Reporters write down 


ribe the scene, 


Extract F (The Reporter) 
The Newsroom 


y useful one from our oint 


ettled in caye 
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What do people do to themselves today to look nice? Is it girls who do 
things more than boys? Why? — all these commend themselves as 
questions. 


Extract C ‘Off-the-peg’ as a phrase might be a good candidate for 
explanation in the child’s own words, but the important idea under- 
lying this extract is an economic one, that made-to-measure clothes 
cost more, and that some people are willing to pay that extra cost. 
The first thing to establish would be the fact of the greater cost, and 
then the reasons for it, if the child can grasp the associated idea of 
intensity of labour. 


Extract D The phrases ‘relay team’ (emphasised in the original) could 
be explained by the child, but the most important and penetrating 
question here is ‘What was in these messages that men had to risk their 
lives to carry them?’ The question is certainly not closed off by the 
text, in fact it is arguably left excessively open, with no clue of any 
kind offered. It would be very interesting to see what kind of answers 
your children would give to such a question. 


Extract E This is an interesting passage in itself, but it is unfortunate 
that the last dozen words close out the young reader from speculating 
about the advantages of the special railway, making exploitation of the 


passage by the teacher difficult. 


6 CHILDREN’S DAY-TO-DAY EXPERIENCES 


What we have tried to emphasise in t 


to use the vast amount of information available to them and to the 
children they teach as a mean: 


learning than the information 


‘What is the capital of Honduras?’ 
‘Where is Tegucigalpa?’ 
‘What is Tegucigalpa?’ 


to explain the information in 
M A rE í * OF ‘List some Teasons why 
‘lgalpa might be ti ? Questions like that 


Jw Te 
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pupils to process information in ways that will help them to develop 
both a range of intellectual skills or thinking strategies, and a complex 
of developing conceptual understanding, around which the children 

can organise new experiences and begin to understand them. Having 
such understanding helps when a new situation presents itself since 

few experiences are absolutely unique. There is always likely to be 
aspects of the new experience which whilst not exactly replicating 

past experiences will have similarities. The fact that Tegucigalpa is the 
capital of Honduras may be a completely new piece of information but 
if they have processed the idea of a capital in other contexts, e.g. 
London, and at an appropriate level as a place which is the centre of 
commerce, government, culture, etc., then the new piece of information 
is not at all problematic — the child has a ‘pigeonhole’ in which to slot it. 
If children are to understand their world and to organise the mass of 
information coming in then they need such a sorting arrangement, a 
developing set of ideas or concepts. Such concepts will only be formed 
if the thinking experiences the child undergoes and the occasions on 
which he is required to enumerate items, group them according to given 
criteria, give explanations of and make judgements about them and so 
on, are numerous and structured. In this way teachers will be providing 
for children to transfer their understanding in one situation (about 
London as a capital) to another situation (about Tegucigalpa) and in 
this way not only facilitating further learning but also the expectation 
that whatever is learned will be worthwhile in’that it will be used in 
new and different ways in the future. This critical matter of conceptual 
understanding and transfer of understanding is dealt with in greater 
detail in Part One. 

Nevertheless, no such development can take place unless the teacher 
provides and/or uses sources of information which are likely to 
provide for useful ideas to be developed. 

One of the most prolific sources of such information lies within the 
child’s own day-to-day experience. Every day the child is involved in a 
vast range of experiences at first hand. In addition, through the medium 
of television he is likely to be provided with a huge range of vicarious 
experiences. Whilst some of the material and information available to 
children through watching television may not be what we would choose 
ourselves, there will be a lot which will add usefully to a child’s stock 
of information and with which teachers might work. Both sources will 
provide the child with experience of his own or of others’ contacts with 
family members, with friends, with teachers, shop keepers, bus conduc- 
tors, policemen, lollipop ladies and so on. Most children are aware of 


vies Ue, 
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and have some actual contact with institutions and events in the 
community. They will have been in the supermarket, perhaps in the 
bank, the church, the library, the town hall, the fire station. They will 
have heard and seen something of elections and voting, 


hang important concepts and understandings. 


oung child lives in a family and will know from 

nce the importance of relations between 1 
people, 

although he may not formally understand much at this stage about 


relationship to Social organisation. A closer look 


which TV 
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against the idea. 


Why should she take that line? 
How might the disagreement be resolved? 


It may be that the children will suggest different ways of resolving the 
problem: 


(a) by compromise. Tony gets a small dog not the big Alsatian he wanted; 


or 
(b) by agreement. Tony agrees to train and look after the dog, clear up 
t out of pocket money and 


any mess it makes, contribute to its cosi 

so on. To put it ina high-sounding way, Tony takes on duties and 

obligations in return for a privilege (having a dog). 
So we have used our topic on pets to get quite naturally into important 
social studies ideas with the children — duties, compromise, the 
possibility of settling conflicts by agreement — and indeed have begun 
to develop ideas about the way in which groups operate, how they 
demand responsibility and some self-sacrifice from their members. He 
begins to see the value of co-operating in decision making and is on the 
way to understanding higher level political concepts such as democracy, 
which are built on lower level ideas such as ‘agreement’, ‘compromise 
and ‘duties’. Choosing which concepts to develop is not easy, and s 
elsewhere in this book this matter of concept selection is dealt with in 
some detail, but those ideas we have mentioned above are self-evidently 
important in helping a child to understand how different groups are ; 
organised and how they operate, using the family as the basic group © 


which most children will have experienced membership. 


Exercise 1 
Think up some simple family situation which most children a ay 
experienced where there is an element of disagreement- Describe : 
situation to the children so as to introduce them to a further example 
of the matter of decision making and related ideas. 
Get the children to suggest how the disagreemen 
resolved. Allow them to act out the situation in groups, 


cartoon-type pictures and write down their ideas. i 
Allow for a discussion of the various ideas that will be put forward 


so as to reinforce the idea that there are 2 number of ways by which 
agreement might be reached. 


t might best be 
draw ‘strip’ 
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Another important set of concepts which might be introduced : 
through a wide variety of topics is that of ‘authority’, ‘rules’ and law’. 
All groups have rules for their members and some system of establishing 


serve to protect group members, 
The idea of authorit 


There are a number of other aspects about understanding the way in 
which rules Operate Which seem important. One is that the different 
groups the child belongs to — f; 


‘ ; amily, school, games teams, scouts and 
guides — will have slightly different Sets of rules, 4 second is that rules 


Children’s Day-to-Day Experiences 87 


may differ according to the age of the person, the going-to-bed rule 
for a twelve year old is likely to be different to that for an eight year 
old. The aim of the teacher must be to help children to see the reasons 
for rules and the reasons for differences between groups, and individuals 
within groups, in relation to the rules that are applied. It may also be 
useful to devise activities that will help children see that there will be 
differences between groups — especially family groups — which are 
there by virtue of different values. There should indeed be no attempt 
to form a set of family rules. If one child is allowed to watch television 
whilst eating his tea and another child is not, the thing to be teased 
out is not that one rule is right and the other wrong, but that there is a 
difference between the two families and each has a reason for making 
the rule. 

Whatever the topic in which the idea of rules is to be introduced, it 
might be useful first to establish the idea of different group member- - 
ship and the fact that different rules apply to each group. 

This might be done by writing on the board or on a series of cards a 
mixed list of rules such as: 


Walk quietly down the corridor. 

No right turn. 

No television until after tea. 

If you hit the ball straight to a player on the fielding side who 

catches it before it touches the ground you are out. 

Do not cross the road until the green man appears. 

Knock and wait. 

Keep off the grass. 

Brush your teeth before going to bed. 

Line up by the gate and wait for the teacher to tell you to get on 

the bus. 

Do not touch the saucepans on the cooker. 

The children can be asked to suggest where they might be or which 

_ &roup they would be acting as a member of when they were oe 
each rule. They could be asked to put the rules into separate Dan 

an appropriate heading for each, such as: 


At home. In school. Cricket team. In the street. 
dditional rules to add to each list and 


Th i a 
ey could be asked to think up group they Poona: 


Perhaps to write a list of rules for some other 
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The next step will be to get the children to discuss the reasons for 
the rules — if you can run about and shout on the school field, why do 
you have to walk quietly in the corridor? It may be useful to get the 
children to consider a situation such as the following and to write, draw 
or act out what they feel will be the consequences and perhaps to 
devise a rule that will ensure the Situation does not arise again. 


evening meal. 
Exercise 2 


Make up a similar situation 
out, draw or write about th 
one breaks a rule. 


in story form so that the children can act 
e way other people are affected when some- 


Exercise 3 


the children befo 
Ishall be able to, > 


= 
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all groups have rules which they expect their members to obey. In 

several of the exercises the method suggested for providing the children 
with appropriate information is to tell them a story. Most teachers will 

be adept at making up such short stories and will be aware of their 

value in motivating children towards paying attention, in developing a 
sense of empathy with the characters involved and in general participating 
in the activities to which the story leads. Remember however that the 
stories suggested here have a definite learning function — the develop- 
ment of conceptual understanding and intellectual skills. They will 


provide for this best if they are: 


(a) reasonably short; 

(b) are about named persons the children can identify with; 

(c) are about problems which are of the kind the children can recognise 
as being likely in the context of the story plot; 

(d) are written so as to include plenty of dialogue between the various 
characters; 

(e) give rise to a variety of questions which 
consider the problems raised in as many 


aspect that might be included as 


will help the children to 
different ways as possible. 


For example in the topic on ‘pets’ an 
we have already suggested is the problem of deciding whether to have 
a pet at all, or which kind of pet to have. Considering these problems 
will introduce children to such important ideas as co-operation and 
compromise, social responsibility, rules and law and economics. 

The problems associated with choosing and keeping a pet might well 
be introduced by a story which begins: 


PETS 
Stephen is hurrying home from sc 
ing. Stephen’s best friend Pau 


Willing to give it a home. Stephen woul 
As soon as he opens the door and sees his mother Stephen tells her of 


his plan. There is a box in the shed at the bottom of the garden where 
the rabbit can live. He has even thought of a name for it and he can 


fetch it after tea. f 
His mother tells him to stop a minute. ‘We can’t choose a pet in 
two seconds’, she says, ‘We'll talk about it when your Dad comes home 
~ though I don’t think he will want a rabbit.’ f 
Mum is right. Stephen’s Dad does not like the idea of keeping a 
Tabbit but he has always wanted a dog- He says, ‘Now the children are 


hool. ‘If only Mum says “Yes” ’ he is 
| has a baby rabbit for anyone who is 
d love to have a rabbit for a pet. 


phia stl 
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older Mary, they will be able to look after a dog properly.’ Dad pointed 
out that all you can do with rabbits is feed them and clean them out. 
You can’t take a rabbit for a run and a game of ball like you can with 

a puppy. 


find out as much as possible about 
re Saturday comes, ‘All right Dad’, 
there is a good place to get a puppy 
et. He always has lovely puppies.’ 


ould be better’, says 


of exercise.’ 


‘What a good job the Council didn’t ut us in the flats? Mum 
looking at the lights blazi ie eee 


curtains. ‘They don’t 


some are yapping, some 
one that they all like th 


lls are ti A FIR i 
and Dad gets his cheque book out. © {0 train and so it is decided 
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the meantime be patient with him and give him a lot of affection’, he 
says. 

‘Let’s call him Chum’, says Stephen. 

When they get home Stephen shows Chum around his new home. He 
plays with him and gives him some puppy food in his new bowl. When 
it is bedtime Mum wraps a warm hot water bottle in an old blanket. 
The puppy snuggles up to it, tired after a busy day and is soon fast 
asleep. 

Chum likes his new home and his new family and the family like 
their new pet. They have a lot of good times together and all is going 
well until .. . One morning Mum opens the front door to get in the milk 
and Chum, who is looking for an adventure slips out and into the 
toad before anyone notices. He thinks how clever he is to be walking 
alone down the pathway and he begins to explore. He turns this way 
and that but when he decides to go home he cannot find the way. He 
is lost. 

Meanwhile at home everyone is very worried. Where can Chum be? 
Stephen looks in every road on the estate. He goes down all the paths 
he usually takes Chum on his walks but there is no sign of him. When 
Dad comes home Chum is still missing. 

‘We should tell the police’, says Dad. i : 

Later a very worried Stephen goes with his Dad to the police station. 
The officer asks a lot of questions and says that if they hear anything 
he will let them know. When Stephen goes to bed that night he is very 


Sad indeed. 


Exercise 5 


Enlarge the outline story about Trevor an 
Page 88. Decide which particular aspects O 
to develop. 


d Mary and the custard on 
f the idea of ‘rules’ you wish 


g about society which is accessible 


by way of childrens’ own experience, is that society is changing all the 
time. This idea of social change is an important one for children to 
Understand. They have also to come to realise that things do not just 
change, but that there are quite specific reasons for changes ees 
Place — changes in values for example or advances 1n technology. They 


i le 
acct d that change affects different people 
eae tes, as it develops, will help the child 


in different ways. This understanding, p Salk 
to cope with change in his own life both now and in the future which is 
an essential ability in our constantly changing world. 


Another important understandin, 
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There is plenty of evidence of change in the home. There will be 
new equipment bought for the house, double glazing put in, perhaps, 
or the child moves from one house to another with better conditions 
and facilities. In addition there will be visits to the houses of relatives 
and visits to building sites and the show houses on them or to demolition 
sites or museums which have teplicas of rooms in earlier houses. 

From all these sources will come evidence of change — changes that 
have taken place because new ideas and new machines have made it 
possible for houses to be Warmer, easier to manage and so on and 
because people have developed different values and want a different 
kind of life than their parents and grandparents had. 

So in a topic on ‘my family’ or on 
might pose the question — 
different from the house y 
girl?” 

If we answered this 
such suggestions as: 


‘houses’ or ‘homes’ the teacher 
‘How and why is the house you live in 
our grandma lived in when she was a little 


question for ourselves we might come up with 


l g hot water and washing machines make the 
tunning of a modern home much easier, 


: Grandma would do the 
cleaning and washing by hand, 
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thrown away then and now. In Great Grandma’s dustbin, ashes, 
greaseproof paper, vegetable peelings. In Mum’s dustbin, tin, packets, 
etc. Children to discuss or write about differences and explain them 
(interpretation and inference). They could draw pictures of Mum’s day 


and Great Grandma’s day. 


e.g. Great Grandma Mum 
6.00 a.m. Lighting fires Asleep — central heating 
comes on 
7.00 a.m. Getting hot water Asleep — house nice and 
boiler going to do warm 
washing 
etc. 


They could write or tell the teacher who they would prefer to be 
and why. (Evaluation.) They could ask Grandma/Grandad what they 
don’t like about the changes (empathy) and why, and talk about them 
or write about them. e.g. too much television and no conversation, or 
no coal fires, They could act out a scene in the Wendy House to show 
differences in: 

— amount of work 

— kind of work 

— amount of time for leisure 
They could help the teacher make a class frieze. T! 
show such things as: 

a) how long it took Great Grandma to: 

i) clean the house 

ii) make the dinner etc. 

b) Great Grandma’s house in winter 

— no insulation 

= no central heating 

— no electric light, draughts, etc. 

Our house 

— insulated 

— double glazed 

— warm and bright etc. 

The older children could write a litt 
coe when she was young — what was 800 

translation/empathy). Aer 
They could me pees talk about, draw what it would be like if: 

— there were no vacuum cleaners 

— no central heating 

—no tinned food etc. 


his could, for example, 


le story as if they were their 
d, what was not so good. 


on a ee 


94 Children’s Day-to-Day Experiences 


— no refrigerators (extrapolation) 
They could talk to Mum and try to list the things she would miss most 
if she didn’t have them and classify them in some way. 
e.g. those that save a lot of time, e.g. instant foods 
those that save a lot of hard work, e.g. washing machines. 
Getting to understand the cause and effects of change in this context 
will help the children later on to understand about it in other contexts. 


Exercise 6 
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— What is X doing? 

— Have you seen Mr Smith doing his work? 

— Why is he doing it? 

— How does the machinery help him? 

— How does the work he does help other people? 

— Who is the most important person in the shop — or school — or 
building site? 

— What will he do next? 

— Is the job difficult? 

— Which job takes longer to learn? 


These ideas are developed more fully in the topic on ‘People and Work’ 
which is considered in detail in Appendix II. 


7 ‘INDIRECT APPROACHES’ 


This chapter deals with three types of children’s activity — drawing and 
painting; outside visits, drama and ‘discussion’. All three have in common 
that they can make very valuable contributions to children’s education 


and specifically to their Progress in the social studies ‘topic’ area. They 
have another thing in common — 


(1) a door and large window; 
(2) some kind of name, i 
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These three features would be the minimum we would expect to see 
from a child showing that they understood the fundamental idea ofa 
shop. We would be very pleased to see evidence of further understand- 
ings and social observation such as a ‘Special Offer’ sign, appropriate 
people near the shop (such as children looking at a toyshop window), a 
delivery van outside, in short, anything that showed understanding of 
the nature and purposes of shops. 

However, it is quite possible that all these features are present, but 
that the picture is badly executed in some way — the paint, for 
instance, may have been applied so unskilfully as to make John dis- 
satisfied with the result viewed as a painting. In other words, ‘success’ 
from the social studies viewpoint might be aesthetic failure or, of 
course, the other way round. On the face of it, we can quite happily 
use two sets of criteria: we can note that John knows a lot about shops 
but is not very good at painting. The difficulty of simultaneously 
operating in both ‘art’ and ‘social studies’ arises when we think about 
what we are going to get John to do next. It may be that it was 
Precisely his praisworthy ambition on the ‘social studies’ side which 
led him to depict a supermarket, with delivery vans, wire trolleys, 
dozens of different types of goods, etc., when his skills with paint 
were of such a level that the subject was overambitious. r 

If our next drawing/painting task is a factory, do we advise John 
to keep it simple, and not try to show fork-lift trucks, bus-loads of 
workers, delivery lorries and all the other things he knows are 
associated with factories, but may have trouble painting? Or do we 
encourage him to go on beyond his present limits of skill with paint 
and producing things which please us, but may be seen by him as 
fiascos, and which may discourage his aesthetic development? FA 

There is no final answer to this dilemma, but the best expedient is 
to try to set up expectations about drawing and painting connected 
directly with the topic which stress that this is one way of expressing 
understanding and conveying information about important questions 
and that it is the information and understanding which matters. Quite 
often, there will be no conflict anyway, and we can prais both iie 
‘Special Offer’ sign and the striking colours in which it is painted, but 
in the case of John, we could encourage him to use stick-figures if r 
cannot draw people to his own satisfaction; io depict a eae yan i 
Necessary as a mere oblong with ‘delivery van written on it; to use 
Paint - ture where it is helpful, such as the 

only on those parts of the pictur p ' z 
Shop-name, and so on. We can then look to his aesthetic developme 
in tasks where the goals are unequivocally aesthetic, and where 
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everybody knows what is expected of them quite clearly. 

One of the criteria by which to evaluate ‘topic’ drawing as such has 
been made clear in the example on ‘shops’; that is, basically, compre- 
hensiveness when children are called upon to illustrate some concept such 
as ‘shop’, ‘factory’, ‘harbour’, ‘castle’, farm’, ‘zoo’, ‘school’, which 
lends itself to static representation. 


icture. If, however, the problem 
we must be careful that each 
Problem for the child doing that 
© show people working, but the 
ing, somehow, that they are 
Primitive. If a given task of this 
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a bell. The problem does not lie, as in the case of an Indian village, in 
depicting individual meaningful parts of a greater whole, such as the 
village school or the irrigation system, it lies in depicting the whole 
narrative, in the right order. A ‘strip-cartoon’ series of pictures, 
composed by each individual child will show us whether the characteris- 
tics of a raid have been grasped. The good ‘strip’ will show us attempts 
to give warnings; the flight of the peaceful inhabitants; the pillaging; 
the departure of the raiders; and the return of the inhabitants. The 
presence or absence of these elements, in appropriate order, will give us 
a good yardstick of evaluation. 

Very rough drawings, shading into diagrams or sketch maps can be 
used as a medium in which children might express their solution to a 
problem. The two examples (pictures E and F), responses to the prob- 
lem ‘How might the Indian braves catch the wild horses?’, show how 
we can look for both understanding of the specific problem, and 
advance in the use of conventions, in such sketches. 


eo 
von 


Picture E 


Child E has grasped the importance of approaching the horse-herd down- 
wind, and also has hit on the convenient device of showing the horse- 

herd merely as a blob as well as conventionalising the cliffs into a zig-zag 
line. It is not clear what the Indian on top of the cliff is going to do, but 


the general scheme is clear enough. 
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Picture F 


& LE 


7 
Laie, 
Mp 

Ta 
wind 


c a 


Child F’s scheme is much less clear. 
upwind. His depiction of ‘river’ is m 
“map’ nor ‘picture’, 

The expressing of solutions to problems can go so happily together 


with progress in mastering the idea of shorthand or conventional 
Tepresentation, in such drawin 


not more commonly used, 


» and his people are approaching 
'ysterious, very unclear and neither 


Visits Outside the School 


Any but the briefest of excursions outside the school involves a rela- 
tively large investment of time and effort, and therefore the questions 
‘What’s the point?’ and ‘What did they learn?’ are particularly important 
ones. 

The trouble with visits is also their supreme virtue, that is that they 
are very rich and disordered experiences compared with almost anything 
that a teacher can organise inside a classroom. The feeling of sitting 
behind the wheel of a fire-engine, with your feet not quite able to 
touch a set of huge pedals, looking at a confusing bank of important- 

. looking instruments, can give an inchoate but very strong and immediate 


‘Indirect Approaches’ 101 


insight into what it might mean to be adult, responsible, at work, with 
frightening power at your fingertips. This understanding could be very 
valuable, even if we cannot express it clearly in terms of formal 
learning. At the same time such an experience is likely to be so 
memorable as to swamp the learnings about 999 calls, firemen’s 
uniforms or whatever, which were the teacher’s aims for the visit to the 
fire-station. 

The experiences that visits can give rise to are not just powerful, but 
as we have just observed ‘disordered’. If it were not so, we could expect 
everybody to be struck by the experience of sitting behind the fire 
engine wheel and, perhaps, base plans for work on that expectation. 
However, after a visit to a castle children reported being ‘most interested’ 
by the following things: 


(1) The rubbish in the well. 
(2) What would happen if I fell in the well and could not get out? 
(3) Why you have to pay to get in — they have tickets like bus tickets. 


Other things had interested other people in the group but these three 
were not untypical in that they were all quite legitimate preoccupations 
(1 and 3, at least, could well be the springboard for social-studies 
learning about the problems of litter and the financing of national 
monuments); all different, and none of them matched the teacher’s 
concerns and purposes in organising the visit. 

None of this necessarily means that we can jus 
experiences, good things in themselves, standing in no need of further 
justification. Children are more likely to learn things, in this situation, 
as in any other, if they know what it is they are supposed to learn, and 
this need not lead us to using dreary questionnaires about matters of 
pure fact. Before a fire-station visit, for instance, we could prime 
children to think about the following questions: 


t regard visits as rich 


(a) ‘Why do you think the station is where it is?’ (Interpretation) 
(b) ‘See who you think is the most important person in the fire-station?’ 


(Evaluation) 
ould happen if all the fire-engines 


(c) ‘See if you can find out what w 
were out at a fire, and then another fire started?’ (Extrapolation) 
interesting thing you saw or 


(d) ‘Tell me afterwards what was the most in 
did?’ (Evaluation) 


The number of questions is small. This is important, as we do not want 


Á 
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children to be confused or forever referring to grubby questionnaire 
sheets. The questions are ‘open-ended’ and touch on important issues 
and concepts (such as ‘authority’ in (b)), and can all be discussed T 
(except (d)) before the visit and any tentative conclusions tested agains 
the reality of the visit. This is also important because it is very easy for 
a visit to appear to children to be an event disconnected from the rest 
of the learning process, and this sense of disconnectedness is not much 
lessened by question-sheets which ask children to count the fire- 
engines, or perform similar tasks which are plainly more banal and low- 
level than the work they do in school, and which seem to relate only 
to the visit, and not to wider issues or ideas. (c) is an important ques- 
tion, as the most sensible way to get an answer is to ask someone at 
the fire-station, and it is a good idea to introduce children early in 
their school careers to the idea of a Visit as a purposeful inquiry, and 
to the idea of adults as sources of interesting information which can be 
elicited by intelligent questions, not just as givers of set lecturettes. 
Question (d) leaves the way open for the child to, as it were, legiti- 
mise the experiences which seem to him or her to have the most 
impact, by recording them. The responses may be useable by the | 
teacher, in the context of the general work on the fire-service and 
Public services generally. On the other hand, the ‘rich disorder’ inherent 
in the nature of outside visits may manifest itself forcefully, and Terry 


tation’s cat. If he is, we can accept the 
has already, by its form, legitimise 


the very nature of outside visits is 
more than any other, you can’t 


win them all. 
Exercise 1] 
Devise small groups of three to four questions, in the style of those 
Suggested for the fire. 


“Station visit, to use 


in connection with (i) a visit 
(ii) a visit to an hist 


to a shop or factory, Orical site, e.g. a castle. 


Children Talking: Discussion 


Teacher: What animals make the best pets, then? 
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Terry: Rabbits miss! 
Teacher: Don’t call out! — Tell us about rabbits, Terry. 
Terry: You can show them at... er... I have some and we got a 
prize. 
Lloyd: Dogs, Alsatians. 
Linda: Budgy. 
Teacher: Yes. 
Lloyd: Snakes. 
Many 
children: Eeeergh! 
Teacher: Well let’s write up a list . . . 


Another transaction which could correctly be described as ‘discussion’ 
is the following: 


Teacher A: If we take concepts as the main thing in topic work, well, 
which concepts should we aim at? 

Teacher B: Some people like the idea of a small number of what they 
call ‘key’ concepts being useful to hang the whole thing 
together; make a sort of frame. 

Teacher A: Well, then I think of my topic on ‘pets’, we got concepts 
coming up like what counts as a ‘pet’, ‘authority’ in the 
context of who chooses pets, economic ideas about what 
pet foods cost. I wonder what ‘key’ concepts could sort of 
hang that lot together? 

Teacher B: Maybe we could look at one of these lists of ‘key’ concepts 
and see if it works out with ‘pets’ or not. 


These transactions are vastly different though both described as ‘dis- 
cussion’. The first is set up and controlled by an authority figure, the 
teacher; the participants address the teacher, rather than each other; 
they show no sign of having listened to each other’s contributions, 
they seek rather to get their own contribution in, to ‘score’ as it were. 

The second transaction is ‘democratic’. Teacher B seems to know 
more than Teacher A and has some authority based on that knowledge, 
but basically this is an exchange between equals. The participants, 
obviously, address each other, not a third party, and most importantly, 
they show signs of listening to each other and responding to what the 
other person says. To put it rather priggishly, they are engaged in a 
search for truth through discussion, not in a competition to score 
points. 
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The gulf between these two sorts of transaction is so great that it is 
easy to conclude that young children are not capable of ‘discussion’ in 
its proper sense at all, but only of taking part in strongly guided 
question-and-answer sessions. The idea that seems particularly far- 
fetched is that of children using discussion for its highest purpose, the 
clarification of issues and the pursuit of truth, and one which implies 
careful listening to other people, and often the modifying of one’s own 
views in the light of what someone else has said. This idea seems the 
more far-fetched because a great deal of adult discussion, including, 
unhappily, most radio and television discussions, is dedicated to scoring 
points and ‘winning’, not to clarifying and seeking truth. However, it is 
worth remembering that some 15 years ago, it would have seemed 
almost equally implausible that fifteen-year-olds of average to below 
average abilities could sustain lengthy discussions in a spirit of ‘search 
for truth’, referring to evidence, attending to each other’s views and 
modifying their own, especially on emotionally loaded areas like war 
or poverty. Yet L. Stenhouse and his team, through the Schools 
Council/Nuffield Humanities Project (Heinemann) showed that with 
the right techniques and materials, this unlikely goal was in fact quite 
attainable, 

The problem facing the junior teacher in the field of discussion are 
very different from those facing the teacher of fifteen-year-olds, but 


illuminating questions and of learning things, 
At some level, children alrea 


strated that teachers are so 
administration of a class 
action with children is se 
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small fraction of time. If this interaction is important, and we would 
claim it is, then it is urgent that teachers should re-order their priorities 
and make whatever re-organisation is necessary to allow them to talk 
with children about the content of topic work. One way of doing so 
might be to organise activities for say three quarters of the class which 
require minimum supervision, to allow the teacher to spend 20 
minutes in talk with one quarter of the class every day. Does this seem 
an outrageous demand? 

If teachers are to hold such teacher-directed ‘discussions’ with part 
of the whole class, they would find it useful to consider some of the 
techniques initiated by Stenhouse in the context of work with 
adolescents. Stenhouse urged teachers holding discussions to preserve 
neutrality, i.e. if asking for his pupils’ opinions, they should not reveal 
by their manner or question what kind of opinion they themselves 
hold since learners would hesitate to put forward other views. A teacher 
should similarly not interrupt pupils and should be prepared to wait for 
them to think about an answer. When a response is received from one 
child it should not be commented on immediately, in terms of, “Yes 
John, that’s a good idea’, since that is likely to discourage other 
children from offering varying viewpoints but one should turn to the 
rest of the group saying ‘What does anyone else think?’ This all relates 
to the cultivation of the central ideas, tentativeness and exploratory 
‘truth-seeking’ thinking. As teachers we can all too easily give 
unmistakable clues as to what we want from a group of children. We 
can suggest that we are open-minded and genuinely seeking truth or we 
can indicate equally clearly that children are required to guess our 
thoughts, and those guessing ‘wrong’ will be reproved or ignored. Per- 
haps the best way of all of encouraging exploratory thinking is to show 
interest in it when it appears; serious and thoughtful consideration ofa 
contribution particularly a tentative one is a much more substantial 
encouragement than a perfunctory, “Yes dear, very interesting’. s 

With older children of eleven or twelve, some innovators have tried 
Organising children into small groups of four or five and setting them 
some intellectual task. The first time this is tried the task should be 
both concrete, short and specific, e.g. a history exercise on ‘how to 
capture the castle’. But as the children become accustomed to 
collaborative work, they can be asked to attempt more exacting tasks, 
say ‘What would happen if the Sahara Desert suddenly had an ample 
supply of water?’ It can be shown that discussions in leaderless groups 
from which the teacher excludes himself encourage exploratory 
thinking, the use of new concept words and a wide range of intellectual 
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skills. If such conversations are tape-recorded, however, they may 
initially appear unimpressive in that children operating at the limits of 
their understanding may sound incoherent, make false starts, hesitate 
and do not produce lucid, original, complete sentences. A closer 
analysis is needed and should be made by reference to the guiding idea 
of progress in intellectual skills and concepts if the discussion is to be 
adequately evaluated. When these small group discussions have been 
concluded, one of the children in each group can be asked to report to 


the rest what their response to the task is and the teacher can then 
build on it further. 
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teacher, exchanges, which take place. We can feel encouraged if such 
exchanges take place at all, above the level of ‘Shut up!’ or ‘That’s 
daft!’ As to the quality of such exchanges though, or indeed as to the 
quality of what children say to the teacher, in practice our judgement 
will have to be impressionistic unless we are prepared to make and 
analyse tape recordings. At the level of impressions, though, we can 
listen for instances of the following sorts of behaviour, illustrated in 
this truncated version of a discussion on ‘shops’. 


Child A: I like the Co-op best, they’ve got all sorts, all the stuff in 
one shop. (giving reasons for statements) 

Child B: I like Fine Fare. 

Teacher: Yes. 

Child A: Miss, if you live at a shop do you get the things . . . free? 
(asking questions) 

Teacher: Does anybody know? 

Child A: Carl lives at B—s (a corner shop). 

Child C: My dad lets me have things but we still have to pay the man 

(Carl) when they come. 

Child D: Pd like to live at a fish shop. 

Child A: Yes... but you’d get fed up. 

Teacher: What sort of shop would be best to have? 

Child D: A fish shop. 

Child A: A sweet shop would be good. But might it be better so you 
could get more sensible things free like a . . .? (tentativeness) 

Child B: You might be sick if you ate sweets all day. 

Child D: A garage would be better, you could get . . . er . . . cars and 
petrol. (change of opinion, possibly influenced by A?) 


Giving reasons, asking questions, tentativeness of response and, doe 
all, signs of actually listening to other people and modifying one s views 
as a result, are the four principal marks of someone who is taking part 
in a ‘good’ discussion. They are elusive things to spot, in the ebb and 
flow of young children’s talk, but at least if we know we are looking for 
them, we can form a broad impression as to whether they are actually 
increasing in frequency as a result of our teaching strategies for discus- 
Sion, or not. 
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Children Talking: Drama 


In their book The Drama of History (New University Education, 1974), 
John Fines and Raymond Verrier give some descriptions of drama-work 
with quite young children which have become, as it were, classic texts 
for those interested in the teaching of history. What they have to say is 
of equal relevance to non-historians interested in the broad field we have 


designated as ‘social studies’, and might be briefly summarised under 
three heads. 


ect of ‘topic’ work is not the same animal as play- 
production, though as Fines and Vernier point out: 


P younger children to hold them- 
selves in a character that might otherwise slipar. < 


Ist White Man: ‘We want to take your land!” 


Indian: ‘No you can’t!’ (stabs white man) 
2nd White Man: ‘Bang’... 


Discussion is also necessary at the end of drama sessions, for the ċhildren 
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to consider, and the teacher, incidentally, to evaluate, what the drama 
has taught the children, what further issues and difficulties have been 
thrown up by the experience. This area, in fact, is one where the idea 
of children fruitfully holding as it were genuine, necessary discussion to 
plan the course and shape of their own work is particularly applicable. 
As with drama, so with all of the activities we have discussed under 
this chapter heading ‘Indirect Approaches’; they will always be more 
difficult to evaluate than more straightforward approaches, and there 
will always be the danger of them turning into agreeable time-fillers. 
But with a clear idea of what their learning objectives and outcomes 
might be, there is no reason at all why they should not be both very 
useful and also capable of being evaluated in a reasonably rigorous way. 


Notes on Exercises 
Exercise 1 — Suggestions 


The question ‘Why is x where it is?’, i.e. explaining the reasons fora 
site would be useful in very many cases, though it is worth remembering 
that the reasons for the siting of many castles is no longer as obvious 
today as when they were built. The question about ‘who is the most 
important person’ will likewise be useful in almost any situation 
involving a hierarchy of authority. ‘Another interesting question is ‘who 
gets paid the most?’, and yet another variant, in the case of people with 
mysterious titles like ‘manager’: is ‘what exactly does he do?’ Any shop 
must have means, however discreet, of persuading people to buy, and 
we would enquire how that persuading is done, similarly the manage- 
ment of any factory must have decided to produce goods of a certain 
type, size, colour or whatever, and this could be investigated (how do 
Raleigh decide what colour to spray their bikes, why does the TV 
factory make mostly 16” screen sets, and so on). Any workplace must 
contain people who learned to do the jobs they are doing — how did 
they learn them, how long did it take? 

‘What would happen if . . .’ style questions might be put directly to 
people, as say ‘what happens if the conveyor belt breaks down’ or ‘if 
you needed an extra helper in the shop, what would you do?’ 

This question type, or variants of it, can be useful in the case of, say, 
castles, where we make the children themselves work out the answer. 
The most obvious case would be, ‘how would you attack the castle?’ 
Making the children refer to real physical features, and if they can, 
approximate dimensions (e.g. of a moat), and getting them to produce 
a sketch-diagram to illustrate their answer, can provide most interesting 
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and thought-provoking conflicts and contrasts with their answers to 
the flatter, more abstract ‘how might you attack a castle’ type of 
question set, as a preliminary exercise, back at school. 


PART THREE 
PLANNING AND EVALUATION 


Ti 


+ 


8 LEVELS OF DIFFICULTY 


John is described by his teacher as a bright child. What exactly, we 
may ask the teacher, makes him decide that John is outstanding in the 
group? Clearly John is successful at the tasks set, but we need to 
observe and describe his behaviour precisely and specifically if we are 
to know how to cater not only for him but also for Richard described 
as ‘rather slow’. 

‘Quick’ and ‘slow’, at one level, are accurately used as adjectives 
descriptive of children’s abilities. If the children in the class are all set 
the same work John who is ‘quick’ finishes early. Richard who is ‘slow’ 
may not have finished copying the title of the work set and the day’s 
date. In John’s case therefore he needs much more to do. A wise 
teacher will always have some further task for ‘early finishers’ who other- 
wise might waste time or, bored, cause disciplinary problems by finding 
their own time-filling but anti-social activities. If Richard has so little 
drive it is also a mistake to let him dissipate his energy on copying out 
an elaborate title or, as is sometimes the practice — a wasteful one we 
think — copying out the question he has to answer from the board or 
from a book. 

Children like Richard may find the mechanics of writing a struggle. 
While it is agreed they need practise to improve their skills, it is a good 
idea to separate practice in mechanical writing skills from tasks which 
require thought. A one word answer may well indicate perfectly well 
that Richard has understood a question and can answer it relevantly. 
For instance: Q. If you were shipwrecked on a desert island, what is 
the main thing you would need? A. Fire. 

One word answers to questions are perfectly acceptable in the 
everyday world, but some teachers think it necessary to require 
children to put their answers in formal sentences every time. It may 
be wise to ask the slow children to do this occasionally but not always 
for it holds them up and may be very discouraging. Another way of 
providing for the individual speeds of children in a class is to produce 
work-cards which begin with simple questions and become progressively 
more difficult, finishing with an open-ended task which allows the abler 
children to write at some length. For instance a work-card which began 
with requiring a simple observation of everyday life — ‘What work does 
your dad do?’ might proceed to require the child to make a judgement 
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‘Is his work hard?’ and finish with the open-ended task ‘Draw a picture 
to show two of the different jobs done in this school and in each pic- 
ture show what tools or equipment are used in each job.’ 

When student teachers are asked to study examples of children’s 
written work and decide which is the best and which the worst, they 
are often very much influenced by the children’s handwriting and by 
their literary skills, i.e. their ability to use capital letters and full stops, 
and to write well-formed sentences. It is very likely that John our 
‘bright’ child writes legibly and has mastered the skill of writing in 
sentences and that Richard, the child classed by his teachers as ‘slow’, 
forms his letters crudely, begins sentences with ‘And’ and may even 


leave out the essential verb altogether. It is possible however to be led 
by a child’ 


A further difference betwee; 
nature of the vocabul 


Í l writing. He is however quite happy 
with words like ‘ship’ which represent concrete objects he has seen. 
It is the higher level of abstraction, where language is applied to 
complex groups of things (like ‘harbour’) or to matters remote from his 
Personal experience, which gives him trouble, 

Differences in vocabulary affect reading ability. The more able child 


Teads more fluently, has a larger reading vocabulary and is often willing 
to spend more time teading for information or pleasure than the less 
able. The abler child too has a s 


: eries of related reading skills, he knows 
alphabetical order which enables him to use indices or encyclopedias, 
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he can select what he wants from a table of contents, and is not thrown 
if the information obtained from two different books is different in 
emphasis. For the less able child a densely printed book or work-sheet 
is in itself disheartening since for him, as yet, reading is in itself a major 
task, not a useful instrument at his service for a range of purposes. 


Picture G 
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The people who are out of jobs to put them in a re-skill centre. 
To give them a second trade, jobs like sheet metal welding we 
could put them to the car industry or building bricks. At the 
machine industry more people could generate by electricity. 


They could have a ballot like a general election and show the 
ballot. Let Parliament decide. 


I would campaign. By marching and protesting against the 
government. Persuading the people to protest against government. 


Get your local M.P. to help you or even go on hunger strike. 
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So far we have been discussing comparatively superficial differences 
between John and Richard, differences so superficial that it might well 
be that, given more propitious circumstances, Richard might prove as 
capable of understanding as John. If however we were to invite the two 
boys to tackle a question Tequiring conceptual understanding or the 
exercise of intellectual skill we might be able to say with confidence — 
and with evidence — John is the abler child. For example suppose we 
ask John and Richard ‘Who is the most important person in the 
school?’ John says, ‘The headteacher is the most important person. She 
tells people what to do and they do it, and the children do it as well.’ 
Here John has shown that he understands not only the concept of 
importance and can use it correctly but also understands something 
about the concept of power and may see the school as a society, 
though neither ‘power’ nor ‘society’ are as yet in his vocabulary. When 
Richard says, ‘Mrs J. is most important. She cooks my dinner’, Richard 
has some grasp of the concept of importance but his thinking is highly 
egocentric and ‘concrete’, as that of young children tends to be. He is 
intellectually less mature than John and probably understands a lot less 


-In short, the touchstone is the ability to think and understand. This 
1s a good deal more difficult to recognise than neat handwriting and we 


shall be addressing ourselves to this problem at length later in the 
chapter. 


Student teachers oft 
have ‘no interests’; this 
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Finally, it is a mistake to assume that children who have difficulty 
with academic work are necessarily more successful with practical or 
‘creative’ activities. Ability is frequently characterised by success in a 
wide range of tasks especially in children under the age of thirteen. The 
less able child cannot be expected to be markedly more successful in 
work involving making a frieze of the village street. His pictures, 
especially those produced in the context of topic work, will not 
necessarily show a wealth of illustrative detail accurately reflecting an 
observed scene. Tasks of this kind may require the understanding of 
concepts like ‘transport’ or ‘community’ which characterise the able 
child-or may require precise observation, an intellectual skill in itself. 

Nevertheless, it would be wrong to suggest that the profile of an 
individual child’s abilities may not contain inconsistencies. A child 
may be able to produce pictures which communicate his meaning 
more effectively than his compositions do. Children with reading 
difficulties are not necessarily stupid: indeed it is not impossible for 
a ‘bright’ child to conceal his problem with reading by closely paying 
attention to the spoken word and to pictures. 

An even more disastrous mistake would be to assume that children 
from poor backgrounds are necessarily less able than children from 
affluent middle-class suburbs. It is perhaps astonishing that in 1981 
we should find it necessary to make such a statement. The effect of 
some recent sociological work, e.g: that of Bernstein, has been 
unwittingly to reinforce the class prejudice which some students bring 
to the task of teaching. It is not unusual to hear a student teacher say 
— ‘Of course this is a working class school and the children aren’t very 
bright.’ A complementary error has been demonstrated by teachers, 
who would consider themselves radicals and on the side of the working- 
class child, who have laid themselves open to the criticism that they 
are anti-intellectual, rejecting the importance of initiating the child 
into the culture on the grounds that it is bourgeois and searching for 
an alternative in the child’s own neighbourhood. 

In our opinion, we must assume that in any unstreamed primary 
school class in a working-class neighbourhood whether traditionally 
‘white’ or with a substantial number of black children, there will be 
children of high intellectual potential who need the stimulus of an 
education which treats intellectual development as the central goal, 
and that in any affluent suburb there will be children of limited ability 
who also need an appropriate education. Furthermore, children of 
limited ability, whatever their background, are assumed to be capable 
of progress in understanding social, economic, even political, ideas. 
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Now we have stated the problem. John and Richard are not equally 
able members of families in the same societies, of the same peer group 
in the same school on the same estate of the same industrial town, but 
they are encountering similar challenges to their understanding. Our 
problem is how the understanding of each may be developed without 
either experiencing the frustration of a Struggle with ideas too remote, 
or the corresponding frustration produced by what the Americans call 
“Mickey Mouse’-type work of a low, undemanding level, 


Very often tasks, which appear to be single exercises, in fact embody 
a large number of different tasks; for example, ‘Write a composition on 
-< and some children have trouble deciding where to begin. If in topic 
“Your job, Tony, is to find out about eagles’, 
d. Tony needs to use an encyclopedia and 


information about eagles? 
of flight, their prey, the; 


great length by a well-informed and enth 


ore to look hard at the size of the task we are 
is known to work slowly or can be seen to 
N it. Instead of asking for a composition, we 
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should ask for a paragraph or, if that term is unfamiliar, half a page; 
instead of asking for a paragraph we should perhaps ask the child to 
write one sentence. If we want to encourage children to practise giving 
multiple responses, i.e. lots of answers to a question, a very desirable 
ability to cultivate, why not ask them to make lists rather than write 
continuous prose, a demanding exercise w ich requires all their concen- 
trated attention and may slow them down so much that they lose sight 
of the object that you had in mind. Listing rapidly is a most useful skill, 
it can be tackled by a group of children as a co-operative effort and, 
once familiar as a technique, can be practised in jotters, as a valuable 
preliminary before children are asked to produce a more polished 
version in sentences. One might say, for instance ‘Make a list of the 
things you would find useful to take if you were starting life in this new 
land’ or ‘Write down as many words as you can describing how you 
would feel on starting at a new school’. 

Where questions do not lend themselves so obviously to listing, they 
can often be broken down into their component parts and handled step 
by step. For example if the question is about transport, it can be 
broken down into aircraft, cars, trains, lorries and bicycles, roads and 
railways. The child who can do this breaking down exercise can easily 
pick out the logical headings of a series of paragraphs. In fact teachers 
can very usefully show children how portmanteau questions can be 
reduced to their component parts and then let children practice doing 
it themselves, either individually or in groups. They will be learning a 
useful technique which will stand them in good stead across the 
curriculum. 

Sometimes the problem with a question is not only the multiplicity 
of sub-questions it contains, but also the language in which it is expres- 
sed. The instruction itself may be couched in unfamiliar academic 
terminology. As experienced teachers know we need to say to primary 
school children not ‘Write an essay...” but ‘Tell me about’, not 
‘Classify’ but ‘Which of these go together?’, not ‘Account for...’ but 
‘Why?’, and ‘What can we say about all these . . - rather than ‘Can we 
make a generalisation about these?’ In other words we need to forget 
the language of ʻO’ and ‘A’ level examination papers and use simpler 
forms of words. We should remember perhaps that children are thought 
to respond better to a teacher whose speech is colloquial, than to those 
whose utterances are formally academic and therefore alien to the 
children and remote from their experience of conversations at home. 

Often, however, the crucial difficulty for many children is the 
language of the question itself. Let us take for the purposes of illustra- 
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tion what may look like an extreme example — 
‘How is the life of the Bedouin adapted to their environment?’ 


Here it appears that a child might have trouble with the words in italics. 
He might find them hard to read and even if he could read, then hard to 
understand. We can make the question easier if we replace ‘Bedouin’ by 
‘people’. Environment cannot be replaced so simply: by environment 
we mean the climate, the flora and fauna, the physical features. We can 
make the child’s task shorter and easier if we consider one feature at a 
time, express it in language familiar to him and choose one well within 
his experience, e.g. the weather. So if we ask the child ‘How are the 
people’s lives adapted to the weather?, he may well be able to cope a 
good deal better. 

Even this modified question is substantial since people’s lives can 
mean the lives of men, women, old and young and could cover food, 
clothing, homes, not to mention customs, beliefs and the economy. 
Although life is not a word even the most thoughtful teacher might 
think it necessary to explain to a child it can be used at a variety of 
levels, and in the context of this question means ‘way of life’ or even 
‘culture’, very comprehensive and indeed difficult ideas that need 
ame way as ‘environment’: Children 
ped to cope with the question if they are asked 
e aspect of the life of the Bedouin — a familiar and 


concrete one such as ‘clothes’. The question in its new form therefore 
is ‘How are people’s clothe: 


to consider only on 
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adapted to their environment and this is not beyond the grasp of even a 
seven-year-old child. 

There is one further step we may need to take to help the under- 
standing of Richard, the less able child. We can provide him with a 
picture which might show Eskimos in furs, Bedouins in white robes, 
Londoners in raincoats or spacemen in space suits. All these pictures 
could be used to promote the same understanding. 

To sum up, to make a question easier for a less able child we 
shorten it, simplify the language, provide concrete examples of the more 
difficult/abstract notions, come nearer to children’s experience and we 
provide supportive illustrations. What we do not do is give up the task 
of developing the understanding of the child by saying ‘If you can’t do 
it Richard, draw the picture instead.” 

On page 128 we provide examples of tasks to be made shorter and 
easier by applying the principles outlined above. Take particular care 
however to look out for words which because they are short and 
familiar look ‘easy’ but conceal hidden difficulties, as we saw the word 
‘life’ did. And not all concepts can be taken apart in exactly the same 
way. If we take the question ‘Why did they rebel?’, ‘rebel’ is short 
for quite a complex range of activities and what is needed is an 
example, ‘Why did they refuse to do as they were told?’, ‘Why did they 
attack the king?’ or ‘Why did the men disobey the boss?’ Each of these 
circumlocutions tells the learner more about the situation and therefore 
provides him with clues to the answer and some of the words he needs 
to use in his reply. Other ‘deceptive’ words include ‘difference’ and 
‘important’, Even straightforward words can become ‘deceptive’ in 
certain contexts; ‘strong’ is a very good example. Try, first, explaining 
to a group of junior children what a ‘strong’ castle might be like. Then 
try explaining the sentence ‘William was a strong king’ and it soon 
becomes clear that in the second case ‘strong’ is, in fact, a shorthand for 
some rather difficult ideas. 

At the other end of the spectrum are words which are remote from 
children’s vocabulary, though the ideas they incorporate are not entirely 
outside their experience. An example of this might be ‘justice’ — not a 
term which springs to the lips of a seven-year-old though he will be 
quick to say ‘It’s not fair . . .’ In this and similar cases we need what 
Marion Blank calls a verbal mediator. Instead of using the words power 
or authority, again not often found in the spoken vocabulary of our 
classes, we can say ‘Who tells people what to do? ‘Telling people what 
to do’ becomes a useful mediator for power and can be used as a 
substitute for it until pupils acquire and use the words power and 


ane 7 
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authority. Other useful verbal mediators include ‘Can we vote about it? 
What could we have votes about?’ Exercise 4 on page 129 asks you to 
find verbal mediators for a number of other words of this kind. 

Earlier in this chapter, we suggested a different way of raising the 
level of difficulty. This was first identified by the American curriculum 
theorist Hilda Taba, who recommends that in certain kinds of work, 
one starts at a low level of difficulty, by asking for the recall of an 
experience, e.g. ‘What did they do? ‘What did you notice about the 
car?’ What happened when they quarrelled?’ This is a level at which all 
children can participate. The level of discussion can then be raised with 
questions requiring the use of other intellectual skills, for example: 

(1) What does your dad do? (recall of experience) 

Is the work hard? (evaluation) 
What makes it hard? (requiring criteria for evaluation, long 
hours, night work, heat, etc.) 

(2) What happened .. . (recall of experience) 

Why do you think it happened like that? (interpretation) 


What might have happened next? (extrapolation) 
(3) What did you notic 


e about the policeman’s car? (recall of 
experience) 


How does it work? (interpretation) 
(4) How was he dressed? (recall of experience) 
Why does he wear a uniform? (interpretation) 
Is it a good thing policemen Wear uniforms? (evaluation) 
(S) What is the rule about X? (recall) 


Why do we have this tule? (interpretation) 


This process is something man: 
o 


deliberate. It is very worthwhile tape 
children so that you 


of questions involving a range of different skills. For example: 


What do they do? 
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Why do you think they do it? 

Was it a good thing to do? 

What makes you think so? 

If you were (specify a situation) what would you do? 
How do you think they felt about X? 

Have you ever felt like that? 

Why do you think they felt that way? 


Where children have difficulty with questions that require the use of 
such intellectual skills, we have a rather different problem. Suppose the 
learner has answered the questions ‘What does your dad do?’ and ‘Is it 
hard?’ but cannot say what makes his Dad’s work hard, we can help 
him by providing clues in the form of supplementary questions ‘Are 
the hours long? Does he work shifts? Is it a dirty job? Does he have to 
carry heavy things?’ What in fact we are doing for the child here is to 
‘unwrap’ the concept of ‘hard work’. At the end he should have some 
understanding not only as to whether his father works hard but also 
greater understanding of the concept of work. Providing clues in this 
case is not just making it easy, but providing necessary supplementary 
teaching. Similarly a child encountering the question ‘How did you feel 
about X?’, may be at a loss for the language to express himself. The 
teacher can provide a series of adjectives from which he can select, 
anxious, nervous, excited, ashamed, amused, bored etc. 

There are a number of other tasks where some children may find 
‘clues’ helpful. Where learners are given a picture and are asked the 
question ‘Are these people rich or poor?’, the clues in the picture 
indicating the people are poor may be the bare feet of the mother, 
the thinness of the child and the shelter of boxes built on the pavement 
of the Indian city. In these circumstances if a learner hesitates, one may 
say ‘Why are they living on the pavement?” ‘Is their house as comfort- 
able as yours?’ ‘Why don’t they have any shoes?’ In this way we are 
drawing attention to the clues in the picture. 

This technique is useful in most cases where children are practising 
intellectual skills. For instance if we are asking children to extrapolate 
as in this question: ‘What would have happened to the Normans if the 
English had won?’ We may add such questions as ‘Who would have run 
away? ‘Where would they go?’ ‘What would the English do?’ Again if we 
ask children to distinguish between innate and learned behaviour many 
teachers would suggest that this task, drawn from the discipline of 
psychology, was wholly outside children’s range. But suppose we say, 
‘Richard has a puppy who is 10 weeks old. Which of these things will he 
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need to teach the puppy? Barking, walking on a lead, burying bones 

in the ground, coming when called, growling, wagging his tail, 

sleeping’, even young primary school children can sort out which is 
‘innate’ and which ‘learned’ in this context. All they lack is the language 
to describe it. In ways like this we can make apparently difficult ideas 
easier. The brighter child can be stretched by being introduced to the 
new word ‘innate’ and be encouraged to use it, the less able need not be 
bothered with it just yet if it seems inappropriate, and we can often help 
the slower child by providing him with props that quicker children 

may not need. If children are to be asked to write a written report 
either of a visit or a summary of information collected on a particular 
topic, we can discuss the chief headings to be used and put them on the 


blackboard. For example, if the topic is an explorer, the headings 
might be: 


Why he went. 
What he took. 
His problems. 
What he found. 


You will notice we have expressed these in language which children 

might use, It is best if they Suggest the headings so that they may 
gradually learn this useful way of working. Now try Exercise 6 (page 

129). Even so, children like Richard may be better employed in answering, 
say, three questions instead of trying to compose an essay. The questions 
will ensure they get the material in the right order and help them to 

avoid going off at a tangent. On ‘Explorers’ the questions might be: 


Why did X go on his journey? 
How did he travel? 

What made the journey hard? 
Where did he go? 


In ‘problem’ situations the level of diffi 
number of variables involved. We think 
the concrete operational stage can cope 
but this is a very crude distinction since 
be near to children’s experience or more 
raise the level of difficulty by increasing 
example, if children were asked to choo: 
they might have to consider one variabli 


culty is determined by the 

that as a general rule children in 
with four variables at a time, 
the variables themselves may 
Temote from it. Certainly we 
the variables involved. For 

se a place to cross the road 

e only: a bend in the road which 
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obscured visibility. It would be therefore a fairly easy task to choose a 
place where visibility was good. But if in addition to the bend there 
were other hazards, say parked cars and a hill which also obscured 
visibility, the child would have to chose a place taking into consideration 
all three hazards. Less able children, unable to cope with three variables 
at once, may pay attention to only one of these conditions at a time. In 
any task involving maps or models where children are asked to make a 
decision, such as where to put a children’s playground, or where to 

build a castle, the teacher can manipulate the number of variables 
according to the children’s level of ability. In the case of the castle, the 
variables to be considered might be hills, river, tracks, water supply; in 
the case of an airport, distance from the nearest city, railway, motorway, 
site of great natural beauty, houses where people will be disturbed by 
the aircraft, etc;in the case of a playground, proximity to traffic, etc. 

Some types of simulation involve a rather different kind of problem 
solving — problems involving human behaviour. For example in the 
process of teaching ideas like ‘democracy’, ‘power’ and justice’, we 
might postulate the problem of the control of the television set. ‘John 
wants to watch football. So does Dad. But Mary says “Why can’t we 
have the Muppets .. .”’ The children are asked to suggest possible 
solutions: Father decides; they take turns; there is a vote; the time is 
shared between the two programmes, etc. The task of the children is to 
list all possible solutions, choose the best solution and give reasons for 
their choice. Apart from the intrinsic value of the exercise the children 
are learning a useful problem-solving technique which we hope they will 
transfer to other situations. In this case the less able children will 
produce a longer list of possible solutions if they work co-operatively as 
a group; they can then make and defend their individual choice of the 
best decision. More independent, able children can be asked to work 
alone from the beginning. 

In some cases we can vary the complexi 
especially where a choice is required. There is not much point in asking 
children to choose between obvious ‘goodies’ and obvious ‘baddies’: 
they need to learn the difficult task of choosing between shades of grey. 
So if we are asking them to choose the most suitable (imaginary) person 
to be a football captain we may give one sentence descriptions for the 
slower children. ‘Richard is very good at scoring goals but does not 
always turn up for the game. John is a reliable boy who can run very 
fast. Philip is good-natured and loves football though he is not terribly 
good at it.’ The more able children might choose between more 


ty of the human problem 
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possibilities and more substantial descriptions of more subtle characters 
— ‘James is tall and strong. He is always good at ball games but apt to 
lose his temper if he isn’t winning. He knows this is his main fault and 
is trying to get over it.’ 

Now, and not least important, we must consider the problem of 
children with very limited reading ability. With the younger children in 
the primary school something can be done by using pictures. For 
example we can devise picture sorting exercises to promote the skill of 
classification. Children can be asked to sort out pictures showing people 
working and those showing people playing. As they become more 
confident it is useful if some of them are ambiguous. Is a professional 
footballer playing or working? Similar exercises may involve choosing 
pictures showing rich and poor, people of today and long ago, farmers 
and hunters, England and ‘far away’. We may ask children to pick out 
all the pictures representing transport, or different forms of power. In 
other words some moderately difficult concepts can be represented 
pictorially, e.g. in history, castles or sieges; in geography, deserts, 
jungles, the arctic, volcanoes, harbours, peninsulas, estuaries; in 
Sociology, family, tribe, rituals like baptism and marriage. Children with 
reading difficulties may therefore be asked to match picture and caption 
in the context of topic work. More elaborate exercises with pictures may 
involve arranging events in sequence. This might be done not only 
with the events of a story, for sequencing in this way is a learned skill, 
but also with concepts like trade, agriculture, manufacture, mining 
where a process is involved. Young children could arrange in sequence 


pictures which showed the Production of bread from the ploughing of 
the land to the purchase of the loaf or the building of a house from 
laying the foundation to pain 


ting and decorating. In the context of work 
on authority they could sort out pictures showing uniforms which 
indicated the person’s identity, from pictures which showed uniforms 
indicating authority, and others showing uniforms whose chief function 
was to protect the wearer. If they found these groups overlapped or 


that some uniforms served a double or triple function, discussion might 
increase understanding usefully. 


Similarly, not all dra 


wing tasks need į i ing (cf. 
ctiaster I) te g ed involve mindless copying 


one says, in the context of the story of the Norman 
Conquest, ‘draw me a picture of soldiers attacking’, one is setting a task 
requiring the translation of a Concept from one medium to another. 
With very young children beginning a topic on ‘Work’, one might say t° 
all of them ‘Draw a Picture of someone you have seen working’ and 
begin by discussing the different kinds of work they have observed. This 
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can be a very illuminating test of the level of understanding of work 
Which they have. Do they show tools? Have they got any notion of 
work in, say, a bank or an office or a factory or a mine, most of which 
they will not know from personal experience. To draw all the vehicles 
seen on the roads, rail and river and label than cohectivaly pui 
may be a useful reinforcement of a newly learned concept. In 

drawing tasks of this kind the addition of a written caption, however 
brief, is vital for the less able child and the caption should be devised 
by the child, even if help is needed with spelling and writing. 

Tasks involving questions on pictures may be especially suitable for 
children with reading difficulties since they can often ‘read’ the picture 
and get a good deal of information from it; the written questions on it 
can be helpfully brief and simple and doubly easy to manage since the 
picture helps them to guess the content. It is a good idea to provide, 
possibly on the back of the picture, words they might need to answer 
the questions. 

The matter of helping young readers by providing them with 
contextual clues, referred to in the section on ‘Books’, is obviously 
vitally important when the reader is a poor, hesitant one, and applies to 
the simplest piece of reading, like the following two examples. 


He worked in the factory. 
The factory where he worked . . - 


Here the most unfamiliar word is probably ‘factory’. In the first statement 
there is a clue as to its meaning in the first three words: it has to mean 

a place where people work and the child struggling to understand this 
new word knows he must be looking for a word, naming and describing 
the workplace. This narrows the field of choice: the unknown word has 
to be one of a very limited number of possible words. In the second 
statement however the new word comes at the beginning and there are 
no helpful clues introducing it. The clue to its meaning follows not 
precedes the new word, a situation jnitial readers find harder. The 

child struggling to decypher it knows that hundreds of words are 
preceded by ‘the’ and the field of choice is infinitely and dishearteningly 
wide. 

So if we are using material about, say, a siege we start: ‘The King put 
soldiers round the town. No-one was allowed to go in or out. The 
people in the town got hungry since the siege lasted a long time. We 
do not start: ‘The siege lasted a long time . - ” Now you might try to 
write a few lines with contextual clues in mind as suggested in Exercise 
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i Gamat readers become accustomed to looking ahead for contextual 
clues; hesitant ones may need to be taught specifically to scan a passage 
searching for them. In general, however, we need to write teaching 
materials for children bearing in mind the importance of meaning in 
the reading process. j ] 
Another device helpful to this particular group of children is to give 
them tasks where their reading ability is not unduly taxed. Where a 
project requires the collection of information they may be the ones l 
asked to interview people. If they are to do this they will need help with 


work where people are interviewed about their jobs. ‘Do you like your 
job? Is it hard? Did you have to be 


do? etc. The data accumulated by the chi 
also in non-verbal ways, e.g. by the u 
of ‘yes’ responses to particular questions. 


Exercises 
Exercise 1 
Break down the following tasks into the 


(1) Find out about Red Indians, 
(2) What happens 


ir component parts. 


when volcanoes erupt? 
Exercise 2 


Make up some listin 


B exercises to be used in the context of a topic on 
‘shops’. 


Exercise 3 


Try to make these tasks and questions easier: 

(1) What can be done to improve transport in your area? 
(2) Makea map of the neighbourhood. 

(3) What makes things grow? 

(4) How does a car work? 


| 
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(5) What are the causes of pollution? 
(6) Why do fish die in the river? 
(7) What makes the air smoky? 


` 
Exercise 4 


Find verbal mediators for manufacturer, traitor, local government, 
evidence. 


Exercise 5 


Look at picture H. Devise one major question on it for the abler fea 
Then think up some questions which might draw the less able child’s 
attention to the relevant clues. 


Picture H Pa eee 


Exercise 6 


i bjects: 
Devise appropriate headings for a child’s report on the following subj 


(1) A visit to a castle. 
(2) How we made an aquarium. 
(3) Our street a hundred years ago. 


Exercise 7 


Devise a task involving a decision about where to put a castle involving: 


(a) two variables; 
(b) four variables. 


pt hk nd 
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Exercise 8 


Write a few lines incorporating the new word: mammal. Then try: 
invasion, tribes, colony. 


Exercise 9 
Make up a questionnaire for use by children with limited literacy in the 


context of topic work on either ‘shops’ or ‘our street’ or ‘in Grandma’s 
day’. 


9 EVALUATING CHILDREN’S WORK 


Peter, aged 10, has been working on the following set of tasks (five 
interpretation and one evaluation), based on a picture of a medieval 
castle and on a brief discussion about castles. 


(1) Why were castles built? 

(2) Why did castles have high walls? 

(3) Why does the castle in the picture have narrow slots in the wall? 
(4) Why is the castle on a big mound? 

(5) What is the portcullis for? 

(6) Isit a good idea to have towers on both sides of the gate? 


His answers are as follows: 


(1) Castles were built to look afder land so the land does not get 
tacune. 
(2) Castles have high walls so the enirmy can not climb over the wall. 
(3) Lots of castles narrow slots so they shoot a arrow at the enirmy. 
(4) Lots of casles wir bilt on mounds. So they can fight better. 
(5) Portcullis are for if the enirmy gets past the drawbridge they 
wonte get past the portcullis. 
(6) the castle gate had towers both side so if the enirmy trise smash 
the drawbridge they can shoot the enirmy with a arrow. 
As teachers, we have to evaluate this response in various ways, asking 
ourselves questions like: ‘Does this response show understanding? Does 
it show progress? Would it have been better to set a different task?’ All 
these questions must be answered eventually but first and most 
pressingly we have to evaluate it for Peter’s benefit, in language he will 
understand, in ways which will show him clearly how to improve and 
above all, in ways which will encourage him to go on working and 
Succeeding. 

It is a good idea, when faced with 
first for something specific to praise. 
these answers do not represent any su 
rather his average standard of work, so 
begin with modest praise, something like 


children’s work, always to look 
In this case, let us assume that 
dden leap forward by Peter, but 
our ‘feedback’ to him could 
‘Good. You’ve thought about 
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all the questions, and you've thought carefully especially about number 
6’. This praise is reasonable, and more likely to be effective than a 
blanket, uninformative ‘Good’, or than a negative comment such as 
‘Too many careless mistakes in spelling’. 

But what about the spelling and other shortcomings? When we come 
to point these out, it is vital that we are both precise and constructive. 
Stock terms of dis-praise such as ‘careless’ are unhelpful and often, in 
fact, untrue even as descriptions of the work. If we look for instance at 
how, in answer number 1, ‘castles were built’ becomes, in number 4 
‘casles wir bilt’, then Peter’s eagerness to get on, or boredom with a 
task that is too easy, or pressure of time, could all account for the 
reversion to a sort of phonetic spelling more adequately than the 
unhelpful idea of ‘carelessness’. In the case of the spelling mistakes in 
these answers, it would be much the most useful course to show Peter 
how to spell just one or two important common words which he clearly 
cannot spell at the moment — ‘enemy’ is an obvious candidate plus, 
possibly, ‘taken’ (‘tacune’ in number 1), To learn to spell one or two 


new words will be more use to Peter than possibly unjust exhortations 
to ‘Take more care about spelling’, , 


As to the content of the answers 


number 1 as being a bit vague, number 4 could profitably tell us a lot 
more about the advantages of mounds, and number 6 is not phrased 

as an evaluative answer at all, as well 
the enemy would b 
comings in the sub 
the best to take u 


themselves, we could criticise 
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clear, constructive advice, and concentrate on that. 


Exercise 1 


Using the principles just outlined, try to put together a brief comment 
of not more than two or three sentences, on the following set of 
answers by Jeanne (10) to the same six questions answered by Peter: 


(1) To gaurd the land of the people. 

(2) High walls so you could not get over someone with a ladder. 

(3) To look out of. 

(4) To make it hard to clime up and get in the castle way. 

(S) It is the gate. 

(6) Yes so you could see who was coming to the gate and stop them 
getting in and somewhere to put the drawbridge down. 


Exercise 2 


Here are three short pieces of continuous prose by nine-year-olds, 
arising out of a visit to a castle, to be marked. The third presents the 
problem of highly incompetent work (which in the original was 
compounded by very ill-formed handwriting). 


(1) (Lester) 
at the castle we saw was high wlls so peple cold see a long way 
and thick sts to to keep peple out it was on a big hill but i think 
not too big so peple cold get in if if attackrs. 

(2) (ulie) 
We saw a castle on our nice trip. There had very thick walls and 
towers at the corners. The Keep was norman it was in the middle 
and there were other towers. The rest of it is forteenth century. 
The castle is on the hill to be on the best place. There is a nice car 
park. 

(3) (John) 

The castel is nice and 

The castel is good wen I wur the 
and it was nowing today but then 

and it was good and the we had went back home. 


castel it was mene people ther 


s set to Peter and Jeanne anc 
the case of those two chil- 
e of it have had educa- 

all their answers are 


If we return now to the questions on castle 
their answers, we could say that, at least in 
dren, the whole activity might well on the fac 
tional value. They have answered all the questions, 
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at least adequate and sensible, and there is no sign of either of them 
being out of their depth with excessively difficult ideas. Similarly, with 
the work on the castle-visit by Lester, Julie and John, it is only John 
who offers no observations on the castle as such, but only on the ‘trip’ 
as an experience. However, we need to ask ourselves some hard ques- 
tions before we can move beyond saying that most of the children 
made a reasonable shot at the set tasks, to saying that the experiences 
the children had and work they did were worthwhile, valuable, and 
successful in the sense of bringing about worthwhile, appropriate 
learning and progress. It is the process of formulating and answering 
these questions which constitutes “evaluation” in its wider sense, and a 
painful process it can be, as well as being an absolutely essential one. 
The first question we might ask ourselves, is, what exactly was the 
teacher trying to get the children to learn? In the case of Peter and 


» but for convenience and clarity we should separate 


them, to consider the questions of ‘developing’ skills and ‘developing’ 
concepts. 


Evaluating Progress in Skills 
The first five of Peter and Je 


answering interpretation 
Stages, as follows: 


anne’s questions involve interpretation, and 
questions well might be divided into five main 


willing to address the question at all, might 
the idea that answers to questions can be 

s T than recall of teacher’s words or looking 
up in a book. Intelligent children of junior age may need encourag- 


e if they have been accustomed only to 


Stage B. The child makes inte 


Tpretations, but f the nature of 
guesses, rather than appearin, eee 


8 to be based on much reasoning, as if a 
mber 5 (not as a joke) that the portcullis 
€. Actually, the ‘portcullis’ question is not a 
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good example at this point, since the portcullis’ function is somewhat 
obvious, but question 1 Why were castles built’ could well yield Stage 
B answers such as ‘For the people to live in’ which would show the 
child not understanding that people do not usually build enormous, 
complex buildings just to ‘live in’. 


Stage C. Peter’s ‘portcullis’ answer illustrates this stage very well —a 
simple, plausible interpretation, implying reasoning on his part, and 
showing that he has taken account in his reasoning of the whole situ- 
ation of ‘enemies’, ‘drawbridges’ and attacks in which the particular 
thing to be ‘interpreted’ — the portcullis, is set. 


Stage D. This stage involves children in making explicit the reasoning 
behind their interpretations. In question 4 (‘Why is the castle on a big 
mound’), a better answer than Peter’s might be: “You would get extra 
height, so you would see the enemy coming sooner. Also if you 
dropped rocks or spears on the enemy they would fall harder, and the 
enemy would find it more difficult to throw their weapons up. So you 
would be better off in lots of ways.’ This answer is longer than Peter’s 
original response, but not merely longer. ‘So they can fight better, and 
win, and drive the enemy off would also be longer but would still not 
have the key characteristic of a Stage D answer — the element of 
explanation of how the basic response ‘So they can fight better’, was 
arrived at. 


Stage E. This stage can be reached by junior children, though even 
adults find it difficult. If we answered question 1, “Why were castles 
built’, in a Stage E style, we would say something like: ‘On the one 
hand, they might have been built by local rulers to protect their wealth 
from the local peasants, and generally scare the locals. On the other 
hand, their main function could have been to protect the local people 
from outside raiders, bandits, etc. They could even have had both 
purposes, it’s really rather difficult to say.’ In Stage E we demonstrate 
what Bruner and others call ‘tentativeness’, that is, a willingness to 
accept, even welcome, uncertainty. This is a sign that we are truly 
educated, in that we see questions as an invitation to seek the truth, 
rather than close the matter down with an ‘answer’. The main 
difficulty in attaining Stage E is probably a matter of attitude and 
culture, rather than sheer intellectual difficulty, because so much of 
our learning, from pre-school to higher education, seems to be about 
getting right answers, not about registering well-founded doubt. 
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If we look now at the first five answers of Peter and J eanne, in the 
light of our five-part breakdown of the skill of interpretation, we can 
say that all five of Peter’s answers are C type. Jeanne’s (Exercise 1) are 
likewise mostly C, though answer number 3 might be on the borderline 
of B. We can also note a very important feature of the questions them- 
selves. Questions 1 and 4 offer the children the chance to give D, even 
E style answers, but in the case of 2, 3 and 5 it would be merely stilted 
and arguably pointless to go beyond a C answer. Take the case of a 
number 5 — we could give an E answer and say: ‘From its position in 
relation to what seems to be the gateway, the portcullis appears to be a 


sort of fortified gate. On the other hand, it might be a purely decora- 
tive feature — but on balance, it is likely to have 
fortified gate.’ We could give such an answer, bu 


of time, since the portcullis question is only worth a C-type response. 


‘Perhaps . . .’, eliciting, thus, responses like: ‘Perhaps the animal the 
Knight is riding is a horse,’ 


On a more Serious note 
Peter and Jeanne is they b 


» and need prompting and encourage- 
ment to do so, 


Question 6 invites the children to evaluate the plan of having 
flanking towers at gateways, 
With the skill of evaluation, we might discern four stages of progress: 


Stage A, unwillingness to try to respond, 


Stage B, ‘Yes’ or ‘No’ judgements, unsupported by reasons. 
Stage C, J udgements Supported by reasons. 


Stage D, Tentative judgements —‘on the one hand . . . on the other’. 


Peter, interestingly, appears to be at Stage ‘A’, in that he does not offer 
an evaluation at all 


» but simply explains why flanking towers were built. A 
Jeanne, on the other hand offers a ‘C-type answer, a judgement supporte 
that Peter does not understand 
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ee may be that he read the work-sheet inattentively 
ree ne gis that although on the whole his work is more 
Sie of thet eanne’s, this one response is the clearest signal in 
i ihis wo E of answers of a serious lack of comprehension, 
general ee aes serious blind spot could easily be obscured Py the 
unless we strictly is ang by factors such as his spelling errors, 
kind of question. ate his sixth answer as a response to a particular 
a a Vitae intellectual skills not represented in Peter and Jeanne’s 
Progress in ae ee extrapolation, classification, synthesis and analysis. 
sureties this = skill of translation, as a skill, is often difficult to mea- 
change shows: 


Teacher: A 
er: Inthe book it says about the soldiers, the Egyptians had what 
Tony: call a ‘regular’ army. Do you know what that means? 
Anoy always have enough . . . they always have another defence 
Shirley if some go home. 
y: They always had a hundred. They always know how many 
they’ve got. 


e the children’s difficulty in 
their facility or otherwise in 
their understanding of the 
this area, it would be better 


Cc a's 
ee ue very difficult here to separat 
aE 5 concept ‘regular army’ from 
destin me the abstraction, i.e. expressing 
not tot ane track of a child’s progress in 
concep ee use A-E progress scales but to note progress in grasp of 
With th ee below, p. 140) and subsume ability to ‘translate’ in that. 
Vety den e skill of extrapolation, a four-part scale can be constructed, 
unwillin ar to the one applied to evaluation, going from Stage A, 
by fist. to try to respond, through three stages nicely illustrated 
there /9 year olds’ answers to the question ‘What would happen if 
were no policemen?’ 
E Mies and crashs of cars.” (Stage B, i.e- genuine extrapolations, 
Pe T er wild and not particularly logical) 
c ple cold do robberys and not get caght.” 
rimes and murders and anything you likd to do.’ (Stage C — 
Pace extrapolations) 
ay wae be in het street to guide the > ther 
i ents.’ (Stage D — plausible, argued extrapolation with reasons) 
E er would be blazes and murders burglars, everybody would get 
er own you then somebody else mought by poliss or every body 


cars so ther wold be 
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will Die.’ (This apocalyptic vision offers the germ of a Stage E, 
tentative extrapolation — either a sort of vigilante police would be 
formed or society will collapse) . 


The skill of classifying can likewise be divided into four stages of pro- 
gress — moving from A, unwillingness to tespond, through four stages 
very like those already applied to the skill of evaluating. These oral 


answers to the question put to six-year-olds ‘Does going to school 
count as work’, illustrate the point: 


Stage B — ‘Yes’ (unsupported assertion). 

Stage C — ‘No we do work at school but we don’t get any money 
because we’re too young. It is work to learn not work to earn’. 
(Reasoned, argued response), 

Stage D — not exemplified in this particular exchange would be the 


tentative stage, pointing out say, that school is “work” in some ways 
but not in others, 


In exercise 2 (page 133) Lester, Julie and John are asked to write con- 
tinuous prose, that is to synthesise the answers to a number of ques- 
tions — questions either hinted 

mention the high walls’) 
by a process of analysis 


and failure at synthesis and analysis are very difficult to 
ohn’s induces despair in , 
akes us use language like ‘a mess’ ‘formless’ ‘illiterate 


Success 
describe or 


o be accounted for and 
awarded: One point for a mention, one for an explanation 
(i) The site on a hill. 
(ii) The thick walls. 
(iii) The height of the walls, 


(iv) The collapsed and waterless condition of the moat. 
(v) He T required mention of the building dates of the castles. (one 
point 


Lester mentions the first three of these, so ‘scores’ three points. In 
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each case he goes beyond mentioning to explaining the phenomena, so 
he gets three more points giving a total of 6. Julie mentions thick walls 
and mentions and accounts for the hill site, so far scoring 3 points. She 
mentions the building dates (1 point). She also mentions towers, the 
central position of the keep and the car park, and we now have to 
judge whether or not these extra things are relevant, and so earn “bonus 
points’, or irrelevant, incurring ‘penalty points’. It would be reasonable 
to add two points for towers and keep, and take one off for the car- 
park — Julie’s total, therefore, is 5. 

This is a very crude way of answering the question ‘Have these 
children understood what the exercise is all about, have they analysed 
the task correctly?’, but it is much more useful than merely feeling that 
Lester is interesting, but a bit illiterate, and that Julie writes nicely but 
sometimes misses the point. And most important of all, it will enable us 
to keep track of a child’s progress in analysis over the year, at least to 
the extent of noting whether or not there is an upward movement in 
the scores or not. 

There is a large subjective element in evaluating progress in our last 
skill, synthesis. For some people, Lester’s piece would be judged better 
than Julie’s. It addresses the questions of walls (height), walls (thick- 
ness), and hill-site very pithily, without a wasted word, and it works in 
very neatly the idea of the hill being ‘high but not too high’. Julie’s on 
the other hand is written in sentences, has a formal introductory 
sentence and these virtues, for some teachers, would outweigh its 
rambling quality and make it a better piece of synthesis, of ‘putting 
together’, than Lester’s. When we compare both pieces with John’s, 
however, we can see that neither of them contains repetition, on the 
lines of John’s: ‘The castle is nice . . . the castle is good . . . and it was 
good’; neither of them contain false starts, like John’s: ‘The castle is 7 
nice and . . . The castle is good’, and in all three cases, including John’s, 
it is possible to tell at first reading what the piece is about. These three 


points, which might be summarised as lack of unnecessary repetition, 


coherence, and clarity of theme might offer a basic means of evaluating 
tra merit of being not 


children’s powers of synthesis, and have the ex 
too difficult to communicate to children. 
We might sum up generally on evaluating 
follows. interpretation and extrapolation can be seen as moving 
through five broadly defined stages, evaluation, extrapolation and 
classification through four stages. We could record a child s progress 
in these skills with some precision, C for example meaning that a child 
operates consistently at C level, C/D indicating that the child sometimes 


progress in skills as 
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bol like C-D might be 
taneously at D level, and some sym 

eae child can work at D level but always has to be prompted 
a He a of analysis can be crudely evaluated by means ofa Pan 3 
system, so that 50 per cent would mean that where a child has to analy: 


The actual extent of record-keeping involved in such a system TA 
depend on many factors, ranging from the teacher’s attitude to mo 
keeping to the styles of work favoured — oral work, for instance $ 
obviously provide good evidence of progress in skills, but would aa A 
harder to keep track of, and call for much more snap judgements, an 
written work. It is Possible, however, to make profiles of children’s p: 


most conveniently done by thinking, as it were from the bottom up, 
in stages, from the simple 


St, concrete ideas to the complex, abstract 


(1) Castles are buildings, 
(2) Castles are big massive buildings. 
(3) Castles were usually built 
(4) The Purpose of castle 
armed people outside. 3 
(5) Castles were rationally designed (e.g. with arrow-slits and thick 
Walls) to fulfil this function, 
(6) Castles were sited as well as d 
function, €.g. on hills. 
(7) Castles developed, Tationally, 
increasing Wealth, Promoting 


signed, to fulfil this defence 


under two pressures — (i) 
©.8. change from wooden to 
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masonry castles; and (ii) in response to improvements in means 
of attack, especially gunpowder weapons. 

(8) This development was usually slow, because castles were very 
expensive items, and major re-building projects represented a 
major investment. 

(9) Ownership or occupation of a castle could confer political 
status and local influence on a person. 

(10) Castles now are often preserved, at some expense, as recrea- 
tional assets — their function has completely changed. 


This is not a definitive breakdown of the concept ‘castle’. Someone else 
might think that you could have a perfectly adequate grasp of the con- 
cept ‘castle’ without knowing item 9, someone else again might want to 
add items to the list. The analysis is an example of how an idea might be 
broken down into stages, or steps of a ‘ladder’, moving from more 


concrete to more abstract notions, for the purpose of evaluating a 


child’s progress in grasping that idea. Where does Peter stand on the 
to tackle next? Clearly, 


ladder, and what rung could he be encouraged 

he has a firm grasp of stages 1 to 5. There could be a little doubt about 

| his grasp of stage 6, because his answer to question 4 (‘Why is the castle 
on a big mound’) is uninformative, and needs expanding before we can 
be absolutely sure that he grasps the significance of the mound as a 
site. Suppose we give him the benefit of the doubt on stage 6 — is he 


he ready for the relatively big step to stage, OT rung 7, to the idea of 
| castles as developing, changing structures? Fortunately, we have some 
the same day, in response to a 


evidence, a piece written by Peter on 
different sort of task. 


If I was in charge of makeing a castle [ wolud pick a high spot dig a 
trench a round the spot and I wolud billed a big high square shape 

and knock the corners down and wold builled a round shap on each 
corner then I wolud make some arrow slits make some square holes 


and put some canans thir. 
This piece disposes of our doubts about Peter’s grasp of ladder-stage 6; 
Peter understands perfectly well about defensive sites. The passage from 
‘build a big high shape . . . round shape OR each comer’ illustrates very 
well that he may either have some understanding of the idea of castles 
being changed and improved, or he may think that mediaeval builders 
were extravagant eccentrics who first built squat 
immediately knocked the corners off. In terms O 


ok af 
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Peter is probably teaching out for ‘rung’ seven, but needs help. 

It is, incidentally, very noteworthy that this second exercise has 
given a clearer view of Peter’s understanding of castles, and a clearer 
indication of what Peter might usefully learn next, than did his 


answers to the six set questions, a fact which points up the need for a 
variety of approach. 


Exercise 3 


On what stage of the 


‘castle’ concept-ladder is Marilyn? (author of the 
following): 


down. 


(e.g. teachers can keep 
(7) People have t 


o co-operate with authority to make it 
(8) The Powers of an authority can be disputed, re 
extended because 5 or 
ene except the authority of bi ullies or kidnapp 


€s from some theory o; 
the group as a whole. H 


" 


i ——e T a. eee ee 
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As with the ‘castle’ ladder, ‘authority’ ladders different in emphasis 
or detail from this one could quite reasonably be drawn up but some 
ladder like this is necessary to evaluate-clearly how much of the 
concept of ‘authority’ is understood by the children in this discussion 
Which follows (the contributions are numbered for ease of reference): 


(1) Teacher: Who makes the decisions in the classroom? 
(2) Andrew: The teacher. 

(3) Brenda: Yes. 

(4) Teacher: Who makes decisions in the school? 

(S) Martin: The caretaker and the headmistress. 

(6) Brenda: Sometimes the teacher. 

(7) Teacher: Who decides the games you play at playtime? 
(8) Martin: The children. 

(9) Teacher: How? 

(10) Martin: Say one person like me might ask the others if they 
want to play at football. If they say no I'd keep 
asking till they said yes to another game. 

(11) Andrew: Till we all wanted to play that game. 

(12) Brenda: And see what other people want to do. 

(13) Teacher: How did you take that decision? 

(14) Brenda: Sorting things out. 

(15) Teacher: Any other ways? 

(Pause) 
(16) Teacher: So you are talking. Are there any other ways? 
(pause) 

(17) Andrew: Take it in turns. 

(18) Martin: You could count and see how many people wanted 
that game and how many wanted another. 

(19) Teacher: Good. What do we call that? 

(20) Martin: Vote. 

@ 1) Teacher: Good. 


Nobody uses the actual word ‘authority’ in this little exchange, and aa 
deed one of the interesting and problematic decisions when dealing wi 
an abstract idea which is expressed in a word not usually thought Gre 
Suitable ‘junior’ vocabulary, is the question of at what stage to introduce 
he Word itself. On the whole, the best rule is ‘the sooner the better „as 
5 X dren are much less nervous of ‘hard words’ than adults sometimes 


y ion. (For 
» and also it saves circumlocution and, sometimes, confusion. ( 
estion ‘How many 
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brothers and sisters have you got?’ can be quite confusing and the use 
of the ‘hard word’ ‘sibling’ in such a case would actually allow for a 
much clearer question, once the fairly easy idea of ‘sibling’ had been 
acquired.) 

Despite the lack of use of the actual word ‘authority’, however, we 
can see that Martin and Brenda (at discussion points 5 and 6) have an 
idea that different sorts of authority exist (‘ladder-rung 2). Whether 
they could go into stage 3, and tell us something about their differences, 
we cannot tell, because ‘Teacher’ then takes the group into stage 4, 
intent on driving towards the idea of authority conferred by ‘vote’. In 
fact the children seem to be pushed a bit towards producing the idea 
‘vote’ when in fact they are dealing (in points 7 to 17) with the more 
difficult idea of consensus, but the main point is that in retrospect, we 
might see that if ‘Teacher’ had had a slightly clearer idea of some sort 
of conceptual ladder related to the idea of authority, he could either 


Successfully, in points 10 to 14. 
> brief as it is, illustrates three points of great 


Success, is the teacher’. 


concept, through making a ladde 
embarking on work involving the concept. 


Exercise 4 


r a wing ideas: supermarket, money, 
law, empire, agriculture, trade, slave, factory 4 ; 
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Exercise 5 

In the case of the concept ‘empire’ can you place Eric and Maitland, on 
the evidence of the following exchange, somewhere on your ‘ladder’? 


Teacher: What’s an empire? 


Eric: A big place. 
Teacher: Anything else about it .. . 
Eric: Like a tomb? 


Teacher: Er — well suppose Egypt itself was a big place, would you 
say that was an empire? 

Eric: No. 

Teacher: What do you have to do to get an empire? 

Maitland: Conquer some place else. It’s when you conquer someplace 
else which isn’t where . . . if the Egyptian got, er, somewhere 
— that’s an empire. 

Eric: They could hide in it. Make prisons. 

Maitland: Then they would kill all the people, most of the people and 
make them slaves. 


Exercise 6 


Can you place Mary somewhere on your ‘trade’ Jadde 
this piece of her writing? 


in the light of 


First the indians lived there and had the furs then some french peple 
came and they fought at first then they traderd. They traded ee for 
exchange for guns and things then after a long time they RED £ 
tradeing and peple would buy the furs for money and not trade any 
more. 


Evaluating the Learning of Information 

On the face of it, this area of evaluation presents yery few Probie = 

Someone either knows the Prime Minister’s name, Or doesn vee al 

finding out whether they do or not is a straightforward job. e ie 

Problem with evaluating children’s learning of information is eciding 

What information children ought to learn, and that in turnas yay aon 

closely bound up with the matter of analysing and ‘laddering F ere; 
The discussion about the concept of authority on pena i a 

Set in terms of the authority of teachers and of school chil a aot 

Could equally well consider the authority of policemen, T eallon ne 
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kings and princes, or Red Indian chiefs — whatever the subject matter, the 
understanding the children possessed of the concept ‘authority’ could 

have been revealed and enhanced by a well led discussion. Yet if a child 

was operating at any level of the ‘authority’ ladder above the most 
rudimentary, we would expect, if we asked ‘Who can tell you what to 

do? to get some answer like ‘Teachers, policeman, mam and dad’. In 

other words, possession of some pieces of simple information can be 
legitimately expected as evidence of understanding of a concept. 

You can, of course, understand, say the concept of slavery, in theory, 
without being able to name any society where slavery existed. Equally, 
you could be able to recall that “America had slaves until 1865’, without 
understanding at all well what a slave might be. In practice, however, it 
would be odd if a child understood what a Supermarket was, and yet 
could not name a local example. Similarly, it would be reasonable to 


ask a child to name a couple of Red Indian tribes to show that, in that 
setting, he knows what a ‘tribe’ is. 


Exercise 7 


In connection with the co; 


items of basic factual info 
children to learn? 


ncepts listed in Exercise 4, what two or three 
Tmation would it be reasonable to expect 


Setting up Tests of Understanding and Progress of Concepts 


So far, all our analysis of children’s u 
as it Were, static. We have been able to move from saying ‘John seems to 
understand a bit about the idea of“authority” * to something like ‘John’s 
at about stage four on my “authority” ladder’, but what we cannot yei 


| 
nderstanding of concepts has been, | 


pre-test’, to use an ugly 


e authority’, So what do we ask and how do 
we use the results? 


The teacher of Freda, Steven and Jonathan is trying to foster an idea 


Evaluatin Chil We 
g Children’s ld ; 
ork 14r 


not readi a 
Pee res in a single word, namely that there is a crucial 
farning, and a EE where everybody has to work at hunting or 
cae i a cisnes where there is a sufficiently organised agriculture 
onet AA pR nie be released for great public works, wars of 
E e e If we prefer to think of a single word concept to 
nies lea, we might say that it represents a fairly early rung in a 
er’ of the concept ‘civilisation’. 

Pre: M is ancient Egypt and the teacher’s first move, 
nas Bas g at some pictures of pyramids and discussion of their huge 
TA i to get the whole class to write down the answer to this ques- 
Pe a at would the people need, to build a pyramid?’ The children’s 
nie ae were then briefly discussed and then the teacher launched 
pn ae perth session with the class in which he tried to convey the 
EEN 1e need for a labour-surplus and the role of a good, 
eian paia in providing such a surplus. Finally, he asked 
buildin, ey would like to add to their lists of things needed for 

g a pyramid. Below are the responses of three of the children. 


A. peat (List before discussion, or ‘pre-test’) 
biti, POLE wold need tools a lot of time to think about how to 
aa and also a lot of time to bilud it they wold need tools, 
ns wood, clay, sand, rope. 

(Additions after discussion) 

ea men how disided to bilud a pyr 

he the to Do it in the egpture could bilu 

ee ey were working on the farm they have 

B. aa cold hunt there own food. 

a en (List before discussion) 

ron need a great lot of time and they wo 

eae clay, wood, sand, metal, rope. 

a ons after discussion) 

is T, malet, tools. The Egyptians wo 

A ides, have to have food and that wou 

ed an (List before discussion) 
eded — Wood, Rope, stone, water, tools, mallet, kind of chistel 

Mortar wedges paint. 

Eee after discussion) 

y picks plans long rods. They woul 
ough food and money to keep going 


amid have to have a very 
d this pyramid Because 
a good skills and 


uld have matearials 


uld need a lot of time because 
Id mean they would have 


d have to have time and 
in this world. 
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If we take Jonathan first, it seems that his interest is in the technical 
problem of pyramid-building (‘Kind of chistel . . . wedges’ in the first 
list) and that he has possibly spent the discussion period thinking about 
the technical rather than the social problem — ‘plans’ and ‘long rods’ 
are interesting technical items on his second list, but his observation 
about ‘time and money’ is perfunctory, and in fact one of the points 
laboured by the teacher in the discussion was that a simple peasant 
society cannot simply pay some unspecified ‘somebody’ to build its 
pyramids for it. 

Both Steven and Freda, before any discussion, list ‘time’ as one of 
the ‘things needed’ in pyramid building and so seem ready before the 


discussion proper, to entertain the idea of problems beyond the merely 
technical. After the discu 


list, and the idea that ‘. 


p my, though he seems either not to understand, 
or not to be impressed 


greater skill. 


In summary — Jonathan has been thinking, but not about the 
dhim to think about, Freda and Steven 
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enthusiasm in a classroom. The second major virtue of this particular 
sequence is that at no point was there a test atmosphere. The children 
saw the ‘pre-test’ question as a problem to work at, not a test, as there 
mas no overt element of recall of previous learning, nor was the word 
test’ used at any point. The class saw the ‘post-test’, the invitation to 

add to their original lists, as a sort of generous concession, a chance to 
polish up their original work before giving it in, not as any kind of test 
or check. 

ih Thirdly, the whole thing had the merit of fitting very naturally into 
ne flow of activity, the write-talk-write sequence was quite sensible 

in itself, and one to which the children were quite accustomed. 

it The main drawback of this way of testing progress is the premium 

it puts on writing ability. Clive’s work looked like this: 


(List before discussion) 
stosne 
tols 
tems 

(Additions after discussion) 
md 
tim oft to to do tewrok 


‘teams’ (of workers), which is a 


The third item in the first list means 
ols. ‘Tim oft to to do 


ti resonable idea to go with stones and to t 
aia means ‘Time off to do the work’. This is an analysis of the 
Fred. a problem of the need for spare labour which is nearly as good as 
how. a’s or Steven’s, and better than J onathan’s. In its original form, 
= ever, it was virtually illegible and the teacher had to ask Clive what 
sion eant, having first had to resist the strong and easily formed impres- 
ST that it did not mean much, and that Clive’s poor literacy faithfully 
ected poor understanding. 
ed neat and legible, spelling 


Jonathan’s work, on the other hand, look 
misleadingly fayourable. 


Wa 
S reasonable, and the first impression was i 
than four or five children, 


Once we are dealing wi of more 
Written work in some aegis ae analyse at leisure (or good 
Quality tape recording of oral work) is normally the only reliable tool 
OT evaluating progress. But good writing can flatter shallow content, 
ne as poor writing can disguise thoughtfulness and we have to watch 
as both traps and be prepared to talk to individuals when we ae 
rul t grasp what they are trying to communicate by writing. A good 

© to follow is that any task set as a test should also be a worthwhile 
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task in itself, and set in an appropriate medium. The section on ‘Levels 
of Difficulty’ suggests ways of making tasks both generally easier or 
harder and also, specifically, ways of setting work for children of very 
limited literacy, e.g. through drawing. All the advice there applies 
equally to tasks designed as pre-tests or evaluative tasks. 


Exercise 8 


Try to devise simple ‘pre-tests’ to test understanding either of the 
concepts you worked on in Exercise 4 (page 144) or any concept of 
your choice, short work-sequences to follow the pre-tests, and ‘post- 
tests’ to show up advances in understanding the concept. 


What to Do with the Results of Pre-tests and Post-tests 


ysis of childrens’ state of understanding, 
day-to-day planning of a topic. 
Sometimes this guidance i 


itious interpreting, evaluating, extra- 

t we had originally planned. Similarly, if we 

800d thing and one bad thing, about living 
get a lot of answers like these: 


Good Bad things 

Safety Dark 

Warm if faceing right way Cold if faceing cold wind 
Do not have to work at Might be wet 

biulding it Animals might live there 


Cant change how it is 


In such a case we might be wel] advised to, Say, go straight to the full- 


E 
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scale comparison of stone-age and modern life-styles which originally 
we were not going to attempt for another two or three weeks, because 
evaluation through comparison is clearly an easier task for these children 
than we assumed in our early planning. 

This result, incidentally, of the preliminary work showing that the 
children know and understand more than we gave them credit for, is a 
very common one, in our experience, with junior-age children. (It is 
obviously also a more difficult result to cope with, as it might involve 
permanently ditching a whole phase of our planned work, than a result 
showing children to be less knowledgeable or skilful than we thought, 
which may only involve postponement of planned work.) 

Where concepts rather than skills are principally involved, working 
out how to react to test results can be more difficult. 

In the case of Freda, Steven, Jonathan and Clive working on ancient 
Egypt, we can say two important things: 


@ None of them yet clearly grasp the idea of agricultural surplus 
providing surplus labour — so we cannot yet safely move on to 
questions like ‘What else could the Egyptians do with HERE 

__ men? (e.g, wars of conquest). We have to consolidate. 

Gi) None of the three, not even Jonathan, is so at sea with the idea 
that we have to go right back to some much simpler idea, Hip 
that food has to be grown and does not just materialise in shops. 


ting and possibly useful 
chnological bent and — 
bably planning 


In other words, as well as showing up interes 
facts about individuals, such as Jonathan’s te 
Clive’s literacy problems, the tests show that we are pro 
and working at about the right level. } ned 
This next result leads to a different possible conclusion. Pre-tes' j 
Question: ‘What animals might you find on a farm?’ Alan’s See 
dog cat budigy.’ Work then followed on pictures of farm Cue z 2 
farm Machinery, followed by oral discussion of different ae Er r! A 
Post-test question: ‘What animals and other things might you lind © 


farm? Alan’s response: dogs, ahen, car, curtins. A A 
What Alan bie earn Ri one is farm-house — hence his a list; 
Which is of creatures and things to be seen in he eee = cin con- 
mediate vicinity of the farm-house. He needs to learn W a nded goal 
cept ‘farm’ entails, before he can move on to tie pane “ti iy 
Of establishing that there are different kinds ont een ie have 
mixed, etc. In other words, Alan is not stupid, its sin dd for him 
started a rung or two too rata up this particular concept ladder 
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Sometimes a result can make us doubt whether we are on the right 
‘ladder’ at all, like this one: i 

The teacher wanted to establish the idea that water transport, in the 
pre-industrial era, was normally easier than land transport, and asked 
by way of pre-test the simple question: ‘Would it be easier in those days 
(the middle ages) to move a big block of stone by road or by boat?’ The 
one-word responses from the group split roughly 50-50 between road 
and boat. The work done next concenirated on the physical short- 
comings of medieval roads and the greater ease of movement through 
water, in terms of mud, ruts and the like. The post-test question was, 
‘Now say with reasons which way you would have moved the block. 
Joan’s response was: ‘Water way because you would not have all the 
horses just one boat anda pole so it would be cheap. On road you 
would be very slow,’ Simon’s Tesponse was: ‘On rivers because the road 
was all mud and it would take ages to drag it and on a river boat it 


Exercise 9 
Do the following Pre-test, post. 
pitched the work too high, to 
made between Pre-test and p 


-test results indicate that the teacher has 


© low, or about right? Has progress been 
Ost-test? 


Example A Topic on ‘weather’. Teachers goal — to establish that 
weather phenomena haye serious economic effects, as well as merely 
inconveniencing people. 


Pre-test Who mi 
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Pre-test ‘Why do you think they have adverts on ITV? 

Carol’s response: Som of them are nice i lik the cat advetrs. 

Post-test ‘What would happen if they had no adverts on ITV?” 

Carol’s response: Peple would not wacth them. 

Example C Topic on ‘ancient Egypt’. Teacher’s goal — understanding of 
mechanics of an irrigation system. } 

Pre-test ‘How might they get the water from the Nile onto the fields? 
John’s response: They wold all have to agree how to do it and which 
field wold have it first and who wold carry the buckets with it in in 
turns. They wold use buckets. 

Post-test ‘How did “irrigation” work’ 

John’s response: They dig canals and smaller canals coming off the 
canals and had shadufs and wheels to get the water up. 

Example D Topic on ‘Normans’. Teacher’s goal — develop concept of 
Conquer’. 

Pre-test ‘What does it mean to conquer somewhere?’ 

Adrian’s response: If they come and kill most peple and kill them and 
make them do things. 

Post-test ‘Now we've learned how the Normans conqu 

how might they have conquered Scotland?” s 

Adrian’s response: Has a battle first and win and kill the King and some 
Peple bild castles get peple to do new laws and get peple on ther side so 
Some peple mought like them. 


ered England — 


Notes on Exercises 


Exercise ] 
Jeanne’s answers are brief, sometimes too brief, (esin aes z Ri 
to be able to tell if she has understood, so something like ‘Good. 


number 6 where you tell me a lot. Try to tell me more about a 9 
narrow slits in number 3’. (Spelling — ‘clime’ in number 4 sho 
Corrected.) 

Exercise 2 


Thi raise 
(Lester) ‘castle’ and/or ‘stones’ ought to be corrected. Thing to p! 
ery succinctly. 


ÎS his good habit ini na Vi 
of explaining phenome haut 
Qulie) should be praised for fluency and asked to tell us more a 
Why the hill is ‘the best place’. cae 
Gohn) ‘many’ and/or ‘there’ should be correcte 3 
praise is probably the second one, (‘The castle is 00 - - 
Mite long and complex. John can be praised for getting 


‘sentence’ to 
2) which is 
several ideas 


4 
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i t 
fairly successfully into one ‘sentence’, and encouraged to oan o a 
particular sentence properly by some phrase like ‘we had to go home’. 


Exercise 3 


ve 
Marilyn seems to be pretty securely on rung 5 and probably would ha’ 


ae 5 A f 
no difficulty with rung 6. She shows no sign in this particular piece o: 
reaching out for rung 7. 


Exercise 4 


80 up high enough, as junior teachers are in 
ating, than of overestimating, what eee Rs 
children can do. Thus, the ‘supermarket? ladder ought to extend up 


w 
about whether supermarkets are someho 


to encompass the idea of credit, and of ‘ 


rungs your children never 
which stops too short for 


the ablest children, 
Exercise 5 
Whatever your ladder on ‘empire’ is like, Eric must be regarded as 
having hardly begun to scale it.M 


Exercise 6 


The last five words may show that Mary is using the word ‘trade’ with 


nO understanding at all of its meaning — likelier, though, is that she 
simply equates ‘trade’ with ‘barter’, 


Exercise 9 


aw out what he knows. Per- 
haps Something more taxing as a Pre-test, for instance ‘Is there any kin 
of weather that nobody can gain money from? would have been more 
Tevealing, 


. nensio” 
Example B. Carol seems to show no idea at all of the economic dimen 
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of advertising in her pre-test answer — the post-test response has the 
merit of being incontrovertibly true. Obviously Carol needs first to 
understand that advertisements are designed, and carefully designed, to 
sell things to people before she can take the next complicated step and 
understand that advertisers might pay other people, like television firms, 
to show their advertisements. And before that, of course, she must also 
understand that TV is a business, that one way or another, people do 
not beam pictures at her just for fun. 
Example C. John’s pre-test response is interesting about the social and 
Political arrangements needed to make irrigation systems work. The 
teacher is aiming too low in concentrating on the mechanics of 
irrigating. The post-test shows a fair grasp of the mechanics, but one 
Way or another the more interesting ideas present in the pre-test 
response have vanished. John’s intellectual movement, on the strength 
Of the two scraps of evidence before us, has been backwards, away from 
the abstract, towards the concrete. y 
Example D. The pre-test response contains the germ of the idea of 
conquest, and the post-test shows Adrian developing it quite well, 
especially in the phrase ‘get people on their side so some people might 
e them’, 


1 O OBJECTIVES AND PLANNING 


The way a teacher plans work ona topic Bbviously makes a E oe 
tial difference both to the success of the childrens’ learning anı ata 
success with which that learning can be evaluated. But what con 

a ‘good’ or ‘bad’ plan? Two examples might be illuminating. 


Outline Plan A — Topic on ‘Shops’ 


in Briarfield 

(i) Introduce topic by discussion of various types of shop in Briarfi 
shopping centre. List different types, 

(ii) Visit Briarfield centre. ià 


(iii) Make notes of information collected on Briarfield visit. Children to 
draw shop of own choice for frieze, 

Gv) Move on to shops that are not ‘shops’ — garages, hairdressers, 
swimming pools. 


; H ictures. 
(v) Move on to shops in other countries — bazaars etc., use pictu 


Outline Plan B — Topic on ‘Shops’ 
(i) Children classify 


x ists. 
shops on Briarfield. Discuss classifications and li 
(ii) Visit Briarfield. 


Children count numbers of people coming out of 
different shops in ten-minute period, jeze; 
(iii) Make block-graph of information gathered under (ii); make frieze; 
use words ‘turnover’ and ‘profit’. sdressels 
(iv) Children discuss whether following are ‘shops’ — garage, hairdre 
swimming pool. 
(V) Pictures of baza. 


ars etc. — put 
Guided treading 


questions like ‘is this a shop?’ 
on shops in o 


ther countries. 
Neither of these is a 


masterpiece of 
offers four crucial a 


educational planning, but Plan B 
dvantages, 


of ‘move on to’ of Plan A. 
Secondly, it is easier to 
es 


tional purposes of the exercise might be, B į 
concept ‘shop’ and i 


156 


Objectives and Planning 
157 


suggests an inter i A abe 
E ER oe an, in exploring the limits of the concept ‘shop’, 
a ee it is vastly easier to work out from Plan B how the success 
lena i wee be evaluated: children using more complicated 
T or ic shop’, and correct use of the terms ‘turnover’ and ‘profit’ 
ane uated with a moderate degree of precision. 
questions ws and perhaps most importantly, it is easier to ask pertinent 
EAE suggest improvements to Plan B than to Plan A. For 
Using a = A use of the terms ‘turnover’ and ‘profit’ are wanted, would 
actually oe! gon ae the words be a good idea? Could these children 
over — lar w the relationships: big turnover — small profit, small turn- 
iene ots profit in some simple visual form? Is ten minutes really 
et A get the point that many more people come out of the 
the shoe-shop? E out of the shoe-shop? What if nobody comes out of 
RAE p: s to the concept ‘shop’ itself — what if someone very 
is their an a garage is a sort of shop, isn’t it? — what, in other words, 
Boek vanding of ‘shop’ before we start? 
much mo. e Plan B, although only a dozen words | 
it. With hd informative, we can be quite sharp an 
“Who lists a A we would first have to ask very basic questions like 
“informati e types of shop?’, ‘Why are we visiting Briarfield?’, ‘What 
Inthe fn are we gathering?’, ‘What does “move on to...” mean?’. 
CORE, ate fifties and sixties a movement began designed to help 
cugsestad’a plan their work better by the four criteria we have just 
what the and illustrated, i.e. that teachers should think in terms of 
or ‘move children will do, not in terms of what teachers will ‘introduce 
on to’, that what the children will learn from the activity 


sh 
ane be made very clear; that attention would be paid right from the 
o how that learning might be evaluated; and finally that the 
tfalls and difficulties can be 


lane 
oat oua be of such precision that pi ! 
which w. and avoided before the work actually starts. This movement, 
Move: as known as the ‘objectives’ or ‘behavioural objectives 

ment, has been both extremely valuable and given rise to a lot of 


misun, i RT 
derstanding, confusion and some hostility. 


longer than A, is so 
d constructive about 


Behav; 
ehavioural Objectives 
hat a child will be able to 


sked the date of the 
We can 


A ‘behav: , 
lo Soiu objective tells you precisely W. 
batti the end of a learning process, €-8 when a 
of the Little Bighorn, the child will respond ‘1876". 
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certainly make very precise plans on the basis of such objectives. 

‘The children will learn the names and dates of the three following 
battles between Plains Indians and whites . . . after five minutes the 
children will be asked the date of the Little Bighorn battle’. The trouble 
with objectives at this level of precision in topic work is obvious — they 
seem to apply readily only to the learning of information, and not to 
lend themselves to the development of concepts and skills. If we asked 
the children, for instance, Were the Plains Indians nomads?’ we might 
specify that the children would answer ‘Yes’ — but we would want 
more than that from them if we were to be satisfied that they had 
understood the concept ‘nomad’ and at what level they had understood 
it, and exactly what we would get from them would be very difficult or 
impossible to say in advance, “Yes, they went about on horses’, as a 
response, might represent a successful advance up the ‘ladder’ of the 
idea of nomadism for one child, but an actual regression for another. 

The difficulty and evident inappropriateness of behavioural objec- 
has had unfortunate effects. Some . 


ious air of precision, without the 
e ‘To give an idea of the life of the 
children to a sympathetic under- 


The essential thing to hang onto is the need for a way of planning 


three basi ions € j i 
do? What are they scien questions ‘What are the children going to 


again at the t 
thing like this 
Objectives (i) Concepts 

Concept of a ‘shop’, 


concept of ‘profit’, 
concept of ‘turnover’, 


Objectives (ii ') Skills 
È Classifying 
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interpreting; 
translating; 


will be the skills most emphasised. 


pee i inl ee of objectives is, of course, a shorthand, but a very 
shorthand fess oncept Ofa shop” > presented as an objective is 
OOE ee like ‘I think the class are generally on level 
butchers’ hae ladder, that is, they conceive of shops as being 
will acai etc. I want to push them up to level two, when they 
might be seen at anywhere where goods are exchanged for money 
Made ante as a shop and, if possible, up to level three, where they 
call ‘shops’, b at there are marginal cases, like garages, which we do not 
PAR ae which it would not be silly to call shops, because they 
Gene ea e characteristics of shops.’ 
teacher a objectives’, in fact, always imply, 
ladder, or us roughly where the children stan 
the childr is going to carry out a pre-test to find ou 
Simil en up one or more rungs. 
teacher A skills objectives like ‘classifying’ 
tion, na aro to take steps to improve the children’s 
pected e laa (known) stage they are at now, 
Thi gher stage of expertise- 
s way of looking at objectives falls a good way short of the 


Precisi 
ion of fully behavioural objectives, but it does ensure that the 
ers to two of our three 


laai 
baea sa waits will contain clear answ 
they've E wt What will the children learn, and how will I know 
children HR it?’ The answer to the other question, What will the 
Tesouri 0? is bound up with the teacher’s ingenuity and local 

ces, the children’s experience and enthusiasms and so on, but the 


answi o 
Deoa to that question also will be referred back all the time to the 
dissati ves — if we think it a good idea to have & Jittle play about 

isfied customers complaining to 4 shopkeeper, We must ask, why? 


Isit 5 
developing the concept of ‘shop’ OF ‘profit’ or what? Oris it 
we overlooked in our 


obviously that the 
d on some concept 
t, and is going to help 


must mean that the 
power of classifica- 


up to some 


dey. 
mine ping some other important concept which 
planning and, if so, what? Or is it just passing the time? 
S ` 
electing Objectives 
little topic-plans 


One thine wi 
€ thing will have struck any teacher about the two 
f the plans could quite reasonably 


on 
shops, namely that the emphasis 0 
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have been very different. We could have stressed the nature of shops as 
being, as it were, machines for selling things, leading to consideration of 
advertising, and of questions like how shopkeepers know how much to 
charge, why prices sometimes vary from week to week, how shop- 
keepers know how much cat-food to buy in, and why they sell brand x 
and not brand z. We could, alternatively, have looked on the shop as 
basically a work-place, and learned about how shops are managed, how 
they are owned, what work shop-assistants do and how they learn to 

do it. No doubt you can think of other approaches as well. 

Whichever emphasis we chose, some concepts like ‘profit’ and ‘shop’ 
itself, would probably appear in any set of objectives, but at other 
points, we would have to choose between lists of concepts like, say, 
‘advertising, shop, profit, Price, rent, retail, wholesale, market’ and 
‘shop, profit, manager, chain-store, Supermarket, wages, training’. Put 
more pretentiously, but accurately, we would have to choose between 


a purely economic approach, and a mixed economic/sociological 
approach. 


We could try to cover 
ambitious topic, but this 


hat change was money tendered 


the information that you have to give the 
-man buses because otherwise the queue would 
at one-man buses were to save paying wages to a 
make more profit for ‘the bus people’. 


correct fare on one 


Shepherding this class u; 
making sure that no 
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So, in general terms, how do we choose our approach? At one level, 
this is a philosophical question. We might have decided, for instance, 
that we will run six major topics per year, that three of them will be 
principally devoted to natural science matters and three to social 
sciences. Of our three social science topics, we decided that this year 
one will have a historical, change-in-time, slant, and we have decided 
to do the Normans; we want one of the others to deal with a present- 
day social institution and we have chosen ‘Work’ as a topic, and our 
third, we have decided, should deal with some aspect of economics. 
‘Shops’ fits that slot, so ‘shops’ gets an economic emphasis, not by our 
arbitrary choice, but as part of a rational scheme, aiming at some sort 
of conceptual balance, however crude. 

For most people, however, the real problems of selecting objectives 
begin at this point. Suppose we have decided that we want to deal with 
a present-day social institution, and it strikes us that the law is a very 
important institution, and that by studying it we might kill two birds 
with one stone and teach children a little about how laws have changed 
Over time, and might change again. So we have a blank piece of paper, 
headed ‘topic on law’. How do we decide ona reasonably small 
number of concepts, to constitute our concept-objectives? 

One useful approach is simply to write yourself a fairly short para- 
graph, at adult level, stating what you see to be the interest of the 
topic, and then underline the important, difficult ideas which occur in 
the paragraph. You might get a paragraph like this on ‘Law’. 


Laws are different from rules, say the rules of a school, or of football, 
because everyone has to keep them. Yet they change — a whole new 
lot of laws has had to be made since the invention of cars, for 
instance. Also laws change when people’s attitudes change — we no 
longer hang thieves, for instance. There are a lot of people involved 

in running the law, with different roles — policemen, lawyers, 

judges, juries and there are a lot of laws that have nothing much to do 
with punishment and crime at all — such as laws about buying and 
Selling houses — civil law as it is called. 


X can now make up our objectives list as follows: Law and rule, are 
ious candidates. It would, however, not be very informative to put 
Wn made Jand change as objectives, but the idea behind the under- 
8 of those two apparently innocuous words is a vital one — that 
EN does not descend from the sky, but gets invented by people to meet 
uations. The best way to express this idea might be as a sentence, 
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such as Laws are made and changed for reasons rather than as a single- 
word concept. Attitude, role, lawyer, judge, jury, crime and civil law 
are pretty clear-cut targets — policeman is underlined and included not 
because it is an obviously difficult concept, but because observation 
suggests that many junior children think that policemen make laws 
and decide punishments, in other words, the idea of a policeman’s role 
is more difficult to children than might appear. 

The list now has eleven items, and experience suggests that this is the 
outside limit for a useful preliminary-planning list of concept objectives, 
if only because the progress of the topic, the revelation of children’s 
understanding and the divergence of children’s interests will throw up 
other worthwhile concepts which you may decide ought to be attacked. 
The topic could be one minute old when someone asks “Miss, what’s 
‘prosecute’ mean?’ or the work on making up new laws for a society 
that has developed space travel may be so absorbing and useful leading 
into, say, the problems of the justice of forbidding ten people to do 
other people, that you aban- 
don objectives which you think less important, 
ugh, the list is at least a decent 
ting from adult preoccupations 
- Starting from what one imagines 
too easily lead to a planned 
» police-dogs, writing exciting stories 


to be put, and thought about, if 
tly ‘adult’ items like ‘Police-powers 
han simply ‘Visit of police-dog and 

> and unless such questions are put, a good time may 


be had by all, but conceptual development will only take place, if at 
all, by chance, 


Skills-objectiyes can be 
since there are after all onl: 


Y your scheme to, say, extrapolate at all, 
devise a worthwhile extrapolation 
€ point. It is also worth checking that the 
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first few hours of the work on the topic do not involve too many uses 
of the same intellectual skill, interest is generated or lost largely at the 
start of topics, so the more variety of activity at the start the better. 


‘Key Concepts’ 


An alternative, or complementary way of arriving at a set of concept- 
objectives is referred to on pp. 19-22 in the ‘Context’ section, and 
involves the use of ‘key’ concepts as guidelines. This might work 
particularly well where the topic chosen fits fairly clearly under some 
discipline or subject heading. ‘Normans’ in our three-topic scheme 
would be a good case — we may in the course of doing the topic use all 
manner of materials and ideas drawn from all sorts of areas, from maths 
to art, but basically this is an historical topic. As an historical topic, we 
May find it helpful to organise our thinking under a few main headings, 
or ‘key’ ideas, ideas which would be relevant to any historical topic, by 
Teason of the nature of history itself as an area of study — that is ideas 
like power, change and continuity, ideology, culture. : 

Tactically it is sometimes more useful to think in terms of key $ 
questions’ rather than key concepts, arriving at our concept-list in this 
way: 


What CHANGES were going on at this time? 

Well, the big change was that a new group of rulers the Normans, 
took over England. > 

Who had the POWER in this society? $ 
There was a hierarchy, going from the King through a nobility, 
down to the ordinary people, who had very little power. 

What were the leading IDEAS of the time? ia 
The Faas ideal called chivalry, based onan admiration of 
military prowess, Christianity was a powerful religious ee 
What was distinctive about the CULTURE of the Normans? 

The material culture was pretty simple, largely based on peasant 
agriculture, though there was some trade and urban life. Literacy 
Was not widespread: the Church was the focus of the arts and 
literature, 


>O PO PO PO 


The italicised words, in the ‘answers’ to the questions give us a manage- 
able list of ten concept objectives. 
We Still, of course, have important decisions to make. Do we actually 


164 Objectives and Planning 


want to deal with the idea of, say, ‘Church’ as a repository of culture, 
or would we rather miss it out? We might want to work on the moral 
questions raised by the Conquest, the rights and wrongs of invasion, or 
on the ins and outs of castle-building, or on various other legitimate 
objectives not apparently thrown up by this approach. However, the 
‘key-concepts’ approach will always give us some kind of start on 
planning, and it will tend to give us a start in the direction of worth- 


while, non-trivial preoccupations. It is probably particularly useful in 
areas where we are not expert ourselves, 


APPENDIX 


ILLUSTRATIVE TOPICS 


l 


‘DESERT ISLAND’ 


This topic involves the children pretending that they are wrecked on a 
desert island, where they encounter all kinds of problems. 
The reasons for using this topic are: 


(1) 


Q) 


6) 


(4) 


6) 


It provides lots of opportunities for children to solve problems. 
These may be technological (designing a trap) or social, arising 
from the fact that human beings live in groups. The advantage of 
“desert island’ is that the children can be asked to identify and 
solve many of the problems human beings have encountered 
during their long past. Problem-solving takes many forms; it may 
be of a simple trial and error kind; it may involve in the first 
instance thinking of a multiplicity of possible answers and then 
evaluating them; or it may involve making a decision in the light 
of a number of specific factors. Problems are often best solved 
when a group of people test their ideas in consultation with each 
other and reach a consensus. Whatever the method of problem- 
solving used it may be helpful to children’s future learning if they 
are encouraged to state exactly how they tackled a particular 
problem. If they can do so, they will make explicit a number of 
techniques which, given subsequent problems, they can consciously 
Select and use again. 

While ‘desert island’ can involve the use of books, e.g. to find out 
what animals, vegetation, etc. there will be in a given part of the 
world, it need not require any books at all. Children can make use 
of their own day-to-day experience. 

It can be a means of developing a wide range of concepts: survival, 
settlement, democracy, justice, treaty, compromise, navigation, 
communicating, vote, election — to mention only a few. 

It can be a means of teaching understandings about society; ¢.8. 
that people live together to help and be helped, for the sake of 
company and for protection. 

A simulation exercise (as we call this kind of topic) allows the 
teacher to determine just how simple or complex is the society 
the children study; twentieth-century industrial society is very 
complex and not at all easy to understand. ‘Desert island’ can be 
just as simple or complex as a given group of children can cope with. 
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Introductory Activity 


literary skills, and childre 
they can write. 


Here are some examples of what eight- and nine-year-old children 
Suggested: 


i items beginning: food, nets, matches, 

cages, flint, wood, string, eggs... canoes, traps, sails. He has pro- 
duced lots of ideas, a point for congratulation, all of them very 

‘concrete’, : 


Karen produced a shorter list but one at a higher level of abstrac- 
tion: warmth, shelter, protection, ‘health aids’, date record, means 
of communication and ‘someone experienced if Possible’. Her ability 
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to give a list at a higher level of abstraction probably indicates her 
more advanced conceptual development. 


Barrie, interestingly enough, produced the following list: 


(1) Warmth: (2) Food: (3) Drink: 
dried wood pineapples coconut milk 
flint coconuts juice from pine- 
bananas apples 


He has spontaneously classified his items under ‘concrete’ but very 
useful headings. 


Human beings acquire at quite a young age the habit of classifying and 
categorising. Young children may make erroneous classifications and 
describe all men as Daddy or all animals as dogs. It is well known to 
educationists that concept-formation involves classification. Young 
children sort beads into groups and gradually form number concepts. 
The extent to which older learners classify is often overlooked. Every 
Secondary school essay is in part a classification exercise where the 
learner, having collected a lot of data from different sources, has to see 
which items go together and group them under some appropriate label 
which becomes the subject of a paragraph. In the stage between the 
infant sorting his beads and the adolescent writing his essay, children 
Need lots of practice in classifying data of all kinds in lots of different 
Ways. It seems probable too that making classifications and labelling 
groups promotes the development of conceptual understanding. In this 
group of children then we found children producing responses at a 
number of different levels. The teacher going round the class can make 
Suggestions to each child appropriate to his work. He therefore 
Congratulates Richard on producing lots of ideas and, with a view to 
Taising the level of abstraction at which he is operating, suggests he 
groups together those which seems to be of a like kind. Then Richard 
can be encouraged to suggest labels for them: tools; transport, etc. 


Exercise 1 


Here is David’s list, What evaluation would you make of it? What help 
ful comments can you make to him? Are any questions appropriate? 


climb trees for food 
burn wood 
blancits from leaves 


170 ‘Desert Island’ 


fight against wild animals 
boats if there was any svivers 


The next stage is to ask the children to evaluate the Suggestions the 
whole group has produced. Ask them which items on the list they have 


tions on the island. 


It is worth studyin 
be 


m, say, to devise and draw traps to 
be provided with a picture of the 
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problem. The teacher must ask: ‘From what dangers do we need 
protection? Do we act differently to protect ourselves from snakes, 
hostile natives and bears? Exactly what would we need to do to be 
secure? If the children suggest a moat and drawbridge how would they 
make a drawbridge?’ 

Thinking the task through however does not necessarily mean hours 
of ‘work’ cutting up paper and card. It may involve drawings together 
with a model drawbridge made of string and balsa wood. The ‘date 
record’ would be made sufficiently thoroughly to establish that the 
child had determined the principles of its construction, simplicity, 
clarity, provision for recording the passage of days, months and years, 
but it would not involve making the record for several months and 
years which would be a monotonous and not particularly educative 
mechanical exercise. 


Exercise 2 


The children decide they must invent their own money for use on the 
island and a group of children are given the task of designing money. 
What would you as a teacher consider the essential features of a success- 
ful response to this task? What questions could you ask the group of 
children running the ‘mint’ to enable them to think out the basic 
Principles which would underlie the design of the money? 


An alternative strategy for stimulating the kind of creative ability 
shown by inventors might be to take Robert’s idea that the ship- 
Wrecked party might make weapons from bits of wreckage. The teacher 
Might introduce a collection of materials as wreckage from the ship 
Which has washed up on the beach and involve the children to make 
Models of useful objects out of them. A preliminary discussion of an 
example might be helpful before they start. Here are some pieces of 
Wood with a few nails in it, some cloth, some rope; in the lifeboat there 
1s a hammer, a saw and one of the girls had a pair of scissors. What use- 
ful things could we make? Which of those you have suggested would be 
best? This kind of work could be done in miniature within the class- 
Toom or something like a shelter could be erected out of doors in fine 
Weather if the teacher wished. Work of this kind would be brought to a 
useful conclusion by asking the inventors to explain their procedures 
and to say how their inventions would be used. J 

There are obviously many themes that could be taken up in this 
Seneral ‘desert island’ setting, but for illustrative purposes, in the next 

EW pages we suggest how a teacher might go about promoting a few of 


Can 
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the more obviously appropriate concepts. 


Teaching the Concept ‘Climate’ 


One way is to provide the children with some data about the island, 
Since children in the concrete operational Stage can cope with four 
variables, we limit the data to not more than four essential items in the 
first place. For example: 


It is very hot and sticky during the middle of the day. 
It gets dark at seven o’clock every evening. 

It gets light about six o’clock in the morning. 

It rains heavily every afternoon about four o’clock, 


Exercise 3 
3.1 Try to devise some questions to develop the understanding that 


peoples lives are adapted to the climate they live in. 
3.2 Choose a differen: 


ance’, ‘characteristics’, ‘environment’. It is 
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desirable that they should add captions to the picture explaining it 
and using any new words they have learned. 

Where the teacher has only limited materials available, he can 
divide the class into groups and arrange for them to be shipwrecked on 
different kinds of islands with different vegetation, animal life and 
climate — they would all encounter the same problems. This could lead 
to some useful comparisons between different ways of life, and to the 
formation of important general understandings. 


Teaching the Concepts of Site and Settlement 


This logically follows the tasks on survival. The teacher says, OF a work- 
card does it for him, ‘Where are you going to live?’ Here again the 
teacher provides data. This may be quite simple: 


Will you live in a cave? 
Will you make a shelter on the beach? 
Will you live on the top of the cliff overlooking the beach? 


we may need illustrating with pictures. Some children may need 
elp by way of supplementary questions to think this through, e-8.: 


Which of these will be safest? (from the sea, the animals, the 

enemies) 

Which will be most convenient? 

Which will be the most comfortable in bad weather? ` 
What will be advantages and disadvantages of living in a cave: 


For older and more able children a picture map can be introduced. 


Exercise 4 


4.1 Draw sucha picture map of part of the island and put in a hill, 


fresh water supply, the sea coast with a cave, banana Se eee 
Plannin, ild into it one site which has obvious advant- 
alien shelter and defence. 


ages with reference to access to food, water, : : 
2 With sucha picture map the danger could be that children will spot 


the ‘ri > strai d you will have worked quite a 
place strigh eee y the child in only a few 


long time only to find that you Occup. i ae 
Minutes’ thought, so add some questions to the picture map, ¢-8-- 
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Is the place you have chosen a good place to defend? 

Can you easily get to fresh water? 

In choosing a place which is more important, nearness to food or 
water? 

Think of some others. 


More able children will be able to make a choice between two different 
sites, each with its own advantages and disadvantages, 


Exercise 5 


5.1 Try to drawa map where the bright child will have to hesitate 
between two ‘good’ places and give reasons for his choice. 
Another version on the same kind of task is to introduce more 
variables, e.g. more dangers (native tribesmen), more advantages 
(land for growing crops), swamps, a safe harbour, etc. 

5.2 Take your Original map and see if you can make a new version 
harder in both the Ways suggested above, 


generalise about sites. This is done by introducing the word ‘site’ and 
asking such questions as: ‘Supposing you were choosing a site for an 
airstrip on our island would we consider the same things as when 
choosing a home?’ 
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Here again the teacher needs a motivating device. He can interest the 
children with a brief story of how a boat is seen on the horizon and the 
children try to attract its attention. Possible tasks include listing various 
means of communication (flags, fire, morse code, flashing lights, 
Messages in bottles). The teacher then discusses with the children how 
a message to be signalled will differ from a message put in a bottle for 
the children’s parents. They may suggest that the signalled message 
must be brief. If it is for a visible boat then it may not need to say 
much about the children’s whereabouts. If it is a radio message or a 
Message for the children’s parents one of the main problems will be 
communicating their whereabouts. How can this be done? Here the 
teacher may or may not find it helpful to introduce the use of a globe 
and show the marks of latitude and longitude. These will not be fully 
understood by the children but they can see how useful they would be 
for identifying one’s position. Notions like northern and southern 
hemisphere may also emerge. The children can also be asked what the 
parents will most want to hear? Since they will want to know that the 
children are safe, all the names must be included. What would be wrong 
with a message such as: ‘We are shipwrecked on a desert island’? One 
Would hope the children would criticise this message for lack of a date, 
lack of indication of where the island is, and who is shipwrecked and 
so on. The idea of communication can be further developed by sugges- 
ting that the message in the bottle might reach people who did not 
know English. Can they record their story in pictures and put the 
Pictures into a bottle? 


Exercise 6 


Make up some activities or tasks, on communication arising from an 

encounter with a native tribe. Write a little story which introduces these. 
Other possibilities include: problems which arise when two groups of 

children are separated; what kinds of information might they need to 

Communicate? A possible response might be good news (sighting a ship) 

and bad news (enemies). Another group of tasks might involve interpre- 
8 Messages, e.g. a friendly tribe send a message in pictures but what 


exactly does it mean? 
Exercise 7 


Make up such a ‘message’ — one which would be easy to interpret, 
another more difficult. 
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Teaching Concepts and Understandings about Groups and Decision 
Making 


While desert island lends itself to producing problems of a technological 
character, it is not desirable that all the children’s problem-solving 
activities should be of that kind. Social studies are essentially concerned 
with developing understandings about the behaviour of human beings 
in groups. Children have considerable experience of being members of 
groups, the family, the class and the peer group. The desert island 
situation gives them a chance to explore the situation where there is a 
leaderless peer group and where this group has to remake all the major 
decisions about group living. To take a simple exercise: the teacher 
poses the question: ‘Do we all live in one large house, or do we each 
have separate small houses, or do we live wi 


Exercise 8 


Make up some other little story which may introduce the matter of 
decision making and related 


vocabulary. Think up some questions to 
act as props for less able children. 


When the children first made their list of what they would need to 
survive on the island, one of them mentioned a leader and another 
someone Sete Either of these Suggestions or the problems 


support and Co-operation of those they lead, a third that leaders may 
abuse their authority, and so on, To consider the qualities required 
bya leader first. Here the teacher or the children may pose the prob- 
lem: ‘What sort of person do we choose as leader? Do we choose the 
oldest, the biggest or the cleverest? Which of these words describe a 
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good leader? — timid, brave, rude, unkind, tactful, good tempered, 
obedient, etc.’ 


Exercise 9 


Make up your own list of adjectives. Then go on to write three or four 
sentences about three characters, Kate, Bill and Trevor. Make your . 
character sound like real boys and girls and give one of them the quali- 
ties of a good leader. Ask the children which they think would be best 
as a leader. Tell them to give their reasons. For a harder exercise give 
each character some strengths and some weaknesses and write rather 
more about each. Let three of the children pretend to be the charac- 
ters, each telling the others why he or she should be chosen as a 
leader. Try as a final task to devise some questions that get children to 
generalise about leadership (see page 176). 


Exercise 10 


Take one or more of the following understandings about leadership 
and devise a way of developing it: 


(1) that leaders may abuse their authority. 
(2) that leaders may be overthrown by force. 
(3) that leaders depend on the support of the group. 


A final point, it does not seem wise to ask the children to choose a 
leader from among themselves. Such a procedure does not permit a 
frank discussion of the qualities of a good leader and if the oe 
Point out each other’s strengths and weaknesses of character, fee! i gs 
may well be hurt. Hence our suggestion that ne aoa distances 
the situation by using imaginary characters and rołeptay. = 

Many of re ales each arise in the desert island ce A 
involve relationships between people. Some of these may be bes 
loped via drama and discussion rather than by written tasks. For 
example quite early in the simulation the question of RETA A 
arise. One group of children decided they wished to live in p oe 
One for boys and one for girls ‘since boys and girls preferred to f 
their own’. A problem then arises about work. Do both groups a 
that the girls will do the cleaning and cooking and the boys the hunting 
and exploring? Even if they do, it may well be useful if the eri é 
Postulates a situation where the girls rebel against their traditional role. 
The teacher can make up a story to illustrate this . .. which ends ‘Jane 
Says it isn’t fair that she should have to clean up after the boys, and 
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is i than any of the boys, she would 
ay she is a much better swimmer ftt 
a exploring and hunting’. When the story is introduced and 
stopped part way through the children can be asked to set out what 
follows introducing appropriate dialogue. 


Exercise 11 


imi i into drama, e.g. one member 
Make up a similar story which could lead in e. 
of the group won’t do his share of the work . . . the children act out the 
situation and attempt to solve it dramatically. 


Notes on Exercises 
Exercise J 


David has not produced many ideas — though five is not a bad effort. 
They are all ‘concrete’. He has listed things to do rather than needs. The 
last item shows some confusion but he has used the word survivors in 
an appropriate place. 

Helpful comments might be: ‘This is an interesting list of things we 
could do on the island. Which of these things would help us to keep 
warm? You could put those two together couldn’t you? What sort of 
food would you get by climbing trees? What else would you need to 
stay alive? Tell me some more about the last thing on your list.’ 


Exercise 2 


The main characteristics o 
(1) portability 
(2) durability 
(3) not easily forged 
(4) within agreed fixed value 
(S) not easily available 
(6) easily identifiable 
(7) established by authority or agreement 
Possible Questions — Loo 
Why are they small? 


Why do they have those particular words and pictures on them? 
Are th i 


f money are: 


k at our coins and paper money: 


imitation money? 


Why do we have a lot of coins of different values? 
What would be the disadvantages of having one value only? 
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Exercise 3 
Possible Questions 


3.1 What will be the best time to do the hard work while we are on the 
island? 
What will be the best time during the day to have a rest? 
What kind of roof shall we need on our shelter? 
How can we make sure we always have enough water to drink? 
When shall we go to bed (remember we have no lights). 
What sort of clothes will we need? 
Will we need fires? 
3.2 Item of information about the arctic that might be included: 
(1) the sea freezes over in the winter. 
(2) there are no trees. ; 
(3) the only animals about are seals which live under the ice. 
(4) itis dark nearly all the time in winter. 
Here is a picture of the Arctic. It has a very harsh climate (word 
Previously introduced). 
What shall we eat? 
What can we use for clothes? 
What work shall we do? 
What can we make our houses of? 
Will we need lights? 
What can we use to keep warm? 


Exercise 6 


Possible tasks could include: 

(1) You meet a group of natives for the first time. How Bees 
show you are friendly? Gost ep a would in 
~ smili i estures, offers o ). 

(2) Te ate fish which you would like. How do vee . 
convey that you want it, are willing to trade and offer ome 

(3) You want to find out where the natives live. How can you m 
them understand? When you have thought this out try it 3 some 
other children and see if they can understand you. Cy 7 
responses will go beyond gestures to pictures in sand, etc. 
This may be elaborated with other variants, €.8. 


Where did you catch the fish? A 
‘Who’ E could be added — who is the boss around here? 


The children may be led to perceive that ‘why’ questions are the 
hardest to convey by gestures OF Signs- 
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Exercise 8 
Some suggestions i 
D There is only a certain amount of wood. Do the shipwrecked 
children try to build a boat to escape from the island or do they 
settle down to living on the island and use the wood to build a 
house? ; 
Here the children ought to list the arguments on both sides. 

It would be possible to introduce role-play here. One or two 
children have a card telling them to argue for leaving the island, 
one or two are given a card with arguments for staying . . . each 


side has to try to persuade the rest of the children to vote for its 
side. 


(2) A group of three children are out hunting and exploring. A boy 
sprains his ankle badly. The problem confronting the group is 
what they are going to do. Who is going for help? Who is going 
to stay behind with the injured child, or are they going to leave 
him while they go for help? 

Exercise 9 


A possible illustration: 


Bill is very good with his hands and can make all kinds of things but he 
does not enjoy playing games 


much. He is rather homesick and wishes 
very much that he was with his parents again. Sometimes the other 
children think he is moody. 


Trevor always enjoys life. He is very good at football and makes 
other children laugh. He is rather lazy however and hates getting up in 
the morning or having to carry water, 


Kate is very energetic and really gets on with anything she has to do. 
She is friendly with all the rest of the children and they will usually do 
what she suggests, 


Questions to encourage generalisations about leadership: 


What sort of person woul 

What sort of person wo 

What sort of person wo 

Do you always need th 
Teach the conclusio 
according to the job he has to do.) 

Which of the following are needed by all leaders: courage, tact, 
Kindness, good temper, the ability to remain calm in difficult 
moments, skill in playing games, physical strength, good eyesight, 


Id make a good leader or soldier? 

uld make a good football captain? 

uld make a good leader on a desert island? 

e same sort of person as a leader? (Children 

n that the qualities needed in a leader will vary 
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a sense of humour, the ability to do sums. 


What qualities (explain word) are needed by all leaders? 


a) 


Q) 


John was made leader and had to share out the food. He kept the 

biggest pineapple for himself and gave the next biggest to his 

friend. 

What would the other children feel? 

What could they do? (complain, turn him out). 

What makes him a bad leader? 

What makes a bad leader in the following instances — distributing 
food, distributing duties, distributing chores? 

John is the leader and he has the three biggest boys on his side. 

They are lazy and won’t work and if the other children complain 

they thump them. What can the other children do about this? 

(possible responses include: they can gang up against the four or 

persuade them to behave differently or g0 away and live some- 

where else without them). 


Exercise ]] 
Possibilities 


(2) The children find a footprint in the san 
(3) The children, lost and hungry, en 


(1) Trevor, who is the elected leader, begins to get very bossy. 


bit of a bully... 
dona remote beach... 
counter a group of natives who 


are frightened of them and run away. How can they make it 
plain that they don’t mean any harm and want some help? 


He orders people about and becomes a 


ll ‘PEOPLE AND WORK’ 


Modern children do not have many opportunities to watch people 
doing productive work. If children of five and six are asked to draw 
pictures of people working they show the jobs they have had a chance 
to observe like the work of the milkmen, the dustman, the bus con- 
ductor, the nurse or the doctor. Even when they know what work 


Occupations, often covered b 


Before Organising such a visit it ideri 
» it may be tl 
what understandings about peo a A N 
e, In di 


] San an example of 
STe pa work’ therefore we haye to go further and ask 

as at istif for? The answer to this is two-pronged: 
one prong to lead to the function of work in the family iain and 
182 
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in the life of the individual, the other to its place in the economy, in 
the production of goods and services. If we start to list the understand- 
ings the children are going to learn we may start as follows: 


people work to make money for themselves and their families 
people work for other reasons too e.g. 
interest, company, status 


and add: 


many different workers help to produce 
any type of goods etc. 


Exercise 


Can you think of any other understandings about work which we may 
need to cultivate in children? 


Answer: workers are usually specialists because that is most efficient 
(specialisation of labour), 
machinery can reduce the amount of work to be done, 
some jobs take a long time to learn and are highly skilled: 
others are learned quickly and are less skilled. 
Whether an activity is work or play may depend on how you 
feel about it or whether it is paid. 


In planning the visit, we need to focus attention on the people who 
Work at the workplace, the different jobs they do, their role in 


producing the food or goods, the machines they use and the measures 
taken to ensure their safety since all workplaces, including kitchens at 
Jassroom the 


home, can be dangerous places. On the return to the c 


teacher may ask the children to list the jobs observed. Different chil- 


dren may be asked to illustrate by drawings each of the most important 
d and these can be arranged in the 


Jobs together with the equipment use 3 

order of their contribution to the end product; the pictures might show 

the driver of the bulldozer clearing the ground, the bricklayer putting 

in foundations, the cement mixer and its operation, producing cement 

for the floors, the lorry driver bringing the bricks, the crane driver 

lifting the scaffolding, etc. If the children have made relevant visits in 
i i a be asked to make a similar 


sequence of pictures for, say, the farm, the post office or the bakery. 


Alternatively the school itself may provide a contrasting example. What 
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different jobs are done by people at school. Why do they each take one 
particular job? Why doesn’t the teacher break off to answer the phone 
or cook the dinner or stoke the boiler? We hope that ideas like efficiency 
and skill would emerge. Eventually the understandings which the 
children reach may be summarised, e.g. ‘Each person does one job so 
that he can do it really well’ or ‘Every different kind of worker helps to 
build the block of offices’ (or bake the bread or grow the food). The 
children then write this as a caption to go with the pictures, It could be 
expressed in the words agreed jointly by the children and the teacher. 
If the teacher wishes to reinforce the notion of specialisation of 
labour there is a short American film produced for six/seven-year-olds 
which uses a story about prehistoric men to teach this concept,’ or the 
Ory about ‘Long, long ago when the 
weapons, hunt the animal, haul it back, skin 


» he, who was a very good hunter indeed but not very 
good at making weapons, found a friend who w. 


knives but hated hunting in the cold and the wet. 


from the visit may involve a consideration of 

the function of tools, machi ery and power in relation to work. If this 
f children’s interests we have only to look 

at the wide range of children’s toys which involve miniatures of adult 


: ies, toy telephones and ewriters, space 
Suits, nurses’ uniforms, model fa i Be 


- may emerge: why is a duplicator necessary 
in school but not at home why does the school have a floor-polisher 
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but hardly any homes do? Why do some people use the laundrette 
tather than have a washing machine? 

Older children can be asked in groups to discuss a list of what makes 
machines useful, e.g. they work faster, they do not get tired, they 
Sometimes do a job better (e.g. sewing machines make neater stitches), 
they save time and journeys (telephones) etc. The children can then be 
asked if there are any drawbacks, e.g. they cost a lot to buy, they use 
Power, they break down, they can be dangerous, they wear out. 

Understandings about the functions of machinery may be further 
reinforced by focusing attention on the past. The children can be asked 
to question their grandmothers about how the work of the home was 
done in her childhood. Or they may interview someone of the appro- 
Priate age-group in school. How was the washing done? How was the 
house lit and warmed? How much work was involved? Who did it? 

If we turn our attention to peoples’ experience of work a simple 
first step is to ask the children to list, in groups, all the jobs they know 
and then for the teacher to make a comprehensive list on the board. He 
Or she then asks them to group the jobs that ‘go together’. The children 
May start by grouping jobs according to function ‘nurses or doctors’ 
Working in hospitals, ‘farmers or bakers’ producing food, etc. The 
teacher then might suggest they look at other possible groupings by 
asking, ‘Which jobs are dangerous?” ‘Which mean working at night?’ 
‘Which take a very long time to learn?’ ‘Which mean telling other people 
what to do?’ ‘Which mean getting dirty?’ ‘Which mean you have got to 
Wear special clothes?’ ‘Which people make things?’ Which people do 
Not make things but provide a service to other people as bus drivers do? 
It may be useful with abler or older children to introduce words like 
‘authority’, ‘responsibility’, ‘goods’ and ‘services’ and encourage them 
to use these words in speech and in writing in the context of this 
exercise, 

The next step is to encourage the child 
specific jobs either from books, using the techniques already recommen- 
ded in Chapter 5, or by interviewing people — or indeed by a combina- 
tion of both methods. If the children are to conduct interviews, they 
Need to practise — perhaps upon some member of staff or a parent — 

efore they go on to question some invited member of the public such 
as a visiting policeman. (It is as well to tell them that people don’t like 
to be asked how much they earn!) They should have had enough prep- 


aration by this stage to have a rough idea of what questions to ask and 


should compose, with help, their own class questionnaire. It is wise to 


it the number of questions and, if it is proposed to quantify the 


ren to find out more about 
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standing of what people fee 
One value of having a nu: 


they are true?’ 


Not all children entering primary School understand why people 
work. They usually know they work for money and that their fathers 7 
give them pocket money from the money earned. Quite often howeve 


they do not understand how the family economy works. Their lack of 
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i > are infinite 
understanding and the belief that their Pepa ier cannot 
creates friction when mothers impatiently eae shops. It may be help- 
buy toys or icecream every time she goes to tion and leading to the 
Up ea R E S money on. If this is 
ing of a list of all the things es ind usually con- 

hale e should not assume that the muin ERT house- 
ge vou tobe dominan Avio ve if a practices: in some 
keeping money. Different groups have d n handle all the money. 
northern households, the women traditionally comes since many 
And in many households today there areitwo iag ority the chief wage 
married women work while in a substan e this kind of reinforcing 
earner is a woman. There is a danger in topics H dated. Investigating 
stereotypes or reflecting a social situation aay ect of ‘work’, we find 
the books available for children to use on ist Sic and where they 
there are few enough descriptions of aa female, e.g. ‘Mother is a 
exist they reflect women in jobs tradition: Hi talk about their jobs 
Social worker’. In inviting people into fee ost or from an occupa- 
try to include either a woman in a responsib ep 
tion traditionally male, say a bus driver. hildren to try to decide for 

A further exercise of value is for the c d why. This can be linked 
‘Lamaelves how important speçifcjon on 7 oabandahya NE 
to the question of wages: who should be o E list — or any other 
give either individually or collectively the 
Variant on it. 


Dustman 
Pop star 
Policeman 
Train driver 
Doctor 
Miner 
Bus driver 
hools on an urban 
ven-year-olds from sch ance in a context 
Toeren i ery the Coe ae was import- 
Similar a this. One could for example a his specialised knowledge. 
ant because ‘he knows best’, a reference the claims of dangerous as 
è ildren rather older to weigh ular acclaim to jobs which 
ies ss Bee jobs which attract es can be asked to dis- 
Carry A R for life and death. Tre Fi list in order of 
cuss this in small groups and repeat their agt 
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importance to the other children who can question them about their 
decisions. It is not a good idea however to push children either in a 
group or a class to reach a consensus. One of the things to be learned 
here is that people do not necessarily agree about this. 

This does not of course exhaust the possibilities of the topic. Other 
children (9-11) might be asked to look at the jobs advertised in the 
local paper and list the work available in the locality. In Nottingham 
they would come up with jobs in hosiery, lace, tailoring, mining, 
chemicals and engineering apart from those common to most districts. 
They could go on to consider what a job advertisement should tell you 
and possibly to decide what might constitute a ‘good’ job. They could 


look at a map of their own locality and label the sites of the major 
factories and what people did in them. Perhaps you yourself can suggest 
other possibilities? 


Notes 


1. ‘Why People Have Special Jobs: The Man 
i pts in Social Studi 
Corporat: merica and distributed b udies, made by the Learning 


the National Audio Visual Aids Film Library, code no, 21.9031. 


Il ‘RED INDIANS’ 


The Teacher’s Own Knowledge 


For the purpose of discussing this topic, we will assume that the reader 
knows the following pieces of information about North America and 
about North American Indians: 


(1) that North America can be divided very roughly into three clima- 
tic/vegetation/cultural zones: ‘woodland’ in the east and on the 
Pacific coast, grassland or ‘great plains’ in the centre of the 
continent and ‘desert’ in the south-west. 

(2) that each of these zones supported distinctive pre-European 
Indian cultures. 

(3) that at the time of the early European incursions into North 
America, the eastern woodland zone was the scene of fierce and 
largely successful wars of conquest waged by a group of Indian 
tribes called the Iroquois. ; 

(4) that in the thirteenth century flourishing farming cultures in the 
south-west were struck by dramatic climate changes which turned 
the area from fertile grassland into its present condition of desert. 

(S) that during the late seventeenth and early eighteenth centuries 
the tribes of the Great Plains tamed horses, which had strayed up 
from Mexico, having been introduced into North America by the 
Spaniards in the sixteenth century. 

(6) that all the Indian cultures of North America were destroyed, or 
reduced to vestiges of their former selves by the coming of 


Europeans. 


All this information is easily accessible, and must be possessed by the 
teacher if ‘Red Indians’ is to be approached, planned and presented as 
a topic at a worthwhile level, for children of junio: 
er it would be fruitless to appro 
ith un-organised cultural baggage, as it were, eve 
Particular ce our cultural tec is very extensive, because of ae F 
and television — wigwam, pipe of peace, mustang, scalping, Apache, an 
dozens of other words and ideas have some. sort of meaning for us, OF 
are.at least vaguely familiar to just about everybody, because of films, 
but we would rightly feel insecure about embarking on this topic 
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equipped only with ‘what everybody knows’ by way of knowledge 
about Indians. But how much must we know? To demand that we 

know when the Minnesota Sioux moved onto the Great Plains, or the 
dates of the Seminole Wars would take us into realms of specialised 
knowledge, when one of our main arguments is that specialised 
knowledge, although very helpful, is not essential to intelligent treatment 
of social studies topics. 

The best rule is probably this: that we need to know enough about a 
topic to decide which important, transferable concepts that topic 
might be used to foster, and also enough to make a provisional judge- 
ment about which parts of the topic to emphasise in order to develop 


the concepts most effectively. Beyond that essential minimum we can 
acquire all the information we 


just tried to touch them — they called it “counting coup” — why did 
they do that? In both cases th 

Tesponse to Jean will be ‘Let’s look it up’, while to 
Terry we should obviously be saying ‘Let’ have a think about this’, 
because he has come up with somethi 
central concepts such as ife’, ‘environment affects people 
ways of life and ideas’, whi Oncepts that we have very 
probably set up as goals for our Study of ‘Red Indians’ anyway. 


Teaching the Topic on ‘Red Indians’ 
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‘Red Indians’ can be looked at in several different, equally legitimate 
and interesting ways. They can be seen as classic cases of losers in a 
conflict; of victims of oppression; as excellent instances of a people 
whose history has been presented largely by their enemies, with conse- 

_ quent distortions; and so on. This particular set of plans springs however 
from an interest by the teacher in North American Indians as vivid 
exemplars of human adaptation to a great range of different physical 
environments within one continent. The imagination is particularly 
struck by two dramatic events, the great drought of circa 1280, which 
wrecked the agriculture-based culture of the Indians of the south-west, 
and the transformation of the life of the Plains Indians in the 
seventeenth/eighteenth centuries by their ‘discovery’ of the horse. The 
white man, as such, only hovers on the fringes of this conceptual 
Picture. This basic decision about the emphasis of the topic must be 
taken before we can write our ‘paragraph at adult level’ (see page 161) 
which will produce our list of concept-objectives. The paragraph itself 
might look like this: 


The Indians lived in a lot of different environments. This led to 
them having different ways of life, particularly it determined 
whether they were nomadic or settled agricultural people (though 
they all lived in tribal forms of organisation). There are some 
dramatic instances of the impact of change in their environment on 
their ways of life, e.g. change in climate. 


the only one of which in 


This gives a list of eight concept-objecti 
jectives, 
f r d which obviously conceals 


need of comment is ‘led’ an innocuous Wor nceal 
the important concept of causation. We might in fact say that a key i 
question to ask in a study of any human group and its relationship to its 
environment is: ‘Were, or are, these people able to modify their 
environment, and thereby their culture, ot were they able only to respond 
to their environment?’ In this particular case, the environment firmly 
Moulded the ways of life, and so the mechanism of this ‘moulding’, 
causing’ or ‘leading to’ is a thing which it is vital for the children to 
understand. 

We still have some important planning decisions to take. First, 


given a realistic time span of five OF six weeks for this topic, which 
Indians are we going to learn about? Obviously the destructive drought 
ct in the south-west will figure, 


Of the thirteenth century and its effe gur 
and the Plains Indians will be prominent because of the dramatic impact 
Of the horse. They will also be prominent for another, operational 
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Teason, in that they are the Indians that already interest most children, 
and most writers of books for children. When it comes to woodland 
Indians, though, there are several different groups, all interesting in 
different ways. Perhaps the best way would be to use the diversity of 
woodland Indians to allow children to do individual research on 
particular groups? 
We now have the embryo of a plan: 
(i) South-western Indians. (1 week) 
(ii) Woodland Indians (children to work on either Pacific Coast Indians 
or Eastern Woodland Indians, in groups?). (2 weeks) 

(iii) Plains Indians. (2 weeks) 


A preliminary tun-throu, 
South-western Indians being dispersed b 


» where the tone į f 
both teacher and children ej e ea menaa Condenet 


could hinge on 
stions such as ‘How 
n TV’ will serve as a 


; d Indians arising from 
18 ‘The Last of the Mohicans’, to a 
le piece on Indians (spelling 


‘Red Indians’ te 


corrected) ‘They used to hunt buffalo and they would go in the woods 
and ambush the redcoats and the other Indians the Apaches was the 


worst’. 


Picture I 


, 


ronment, lifestyle, agriculture and 


The central ideas of the environment, lil 
climate can be addressed by questions like: 
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‘Think how many things they could use wood pond 

‘What tools would they need to live in the forest? i 

‘What tools would they need if they were going to plant things and 
grow them?’ ; 

“What is it called when people grow crops to eat? : = 

‘Why do you think they grow things — Why not just hunt animals? 

‘Look at their clothes and houses — what do you think the climate 
was like there?’ 


Our rough impression of pupils’ understanding of some of the topics 
main concepts can be confirmed by questions on books, such as the 


following, Red Indians (J.C. Gagg, Blackwells ‘Little Learning Library, 
1974, pp. 8-9). 


All Indians had to find food. Most of them hunted animals. 


They used bows and arrows, knives, clubs, traps, axes and blowguns. 
They caught deer, bears, rabbits and other small animals. 

Many Indians caught fish in rivers, 

Some caught them with their hands, while other: 
Some fished with hooks made of bone. 


Many tribes of Indians, of course, also grew some of their food. 


s used pointed spears. 


Questions 


(1) What other animals might they catch to eat? 


(2) What other things besides food might they hunt animals for? 
(3) Which do you think was the best Way to catch fish, hands, 
Spears or hooks? 


(4) Would it be better to grow food as well as hunt, or just hunt? 


For abler readers, a ‘scanning’ exercise is Possible based on Red Indians 
(T.A. Thompson, ‘Blackwells? Learning Library’ No. 27, 1965), which 
has references to Woodland Indians under 


‘horses’, ‘animals’, ‘hunting’ 
and ‘food’, 

There are a number of more detailed aspects of the Woodland 
Indians’ adaptati i 
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Indians) can reinforce the environment-ifestyle link. The whole study 
of the Woodland Indians would lend itself well to summary in various 
forms, e.g. a frieze or a descriptive etter’ from an explorer or, for less 
able writers, a list of features of life common to, say, East Coast and 
Pacific Coast Woodland dwellers. 
Ideas not yet tackled are nomadic and ‘impact of change’ and tribal, 
which could reasonably be left over to the ‘Plains Indians’ phase. How- 
ever, an aspect of Woodland Indian life which has not been touched on 
is warfare, and especially the conquests of the Iroquois confederation. 
The pertinent question to ask here is, could learning about these 
things help to illuminate some or all of our target concepts? In this case; 
the answer is ‘yes’, up to a point. The particular skills of woodland 
warfare, e.g. ambushes and the construction of stockades will make an 
interesting subject in themselves, and also will illustrate the central idea 


of adaptation of way of life to environment and make a good contrast _ 


with the very different light-cavalry skills of the Plains Indians. As to 


the particular matter of the Iroquois, that could be used to illuminate 
the concept of ‘tribe’, but it would be a left-handed example, in that 
the Iroquois confederation was in fact an attempt to transcend the 


tribal structure of society, so the characteristics of a ‘tribe’ might be 


much more handily dealt with through some Plains example than 
re, is that work on 


through the Iroquois. The final judgement therefo' 
Warfare is included, but no particular attempt will be made to teach 
about the Iroquois, dominant as they were, historically, in the story of 


the eastern Woodland tribes. 

This is not, of course, the only possible 
general and the Iroquois in particular, but it illustrates two important 
things about planning through concept objectives. First, it is wise to 
pause now and then to check whether our objectives are being covered, 
and if they are not, to check that our plans for the Jater parts of the 
topic will leave room for them. Secondly, we must note that we cannot 


plan by a short list of concept objectives alone. Warfare, and Iroquois 
Warfare, were very prominent features of Woodland life, and we would 
do violence to the truth if we left children with the impression that 
Woodlands Indians sat about all day peacefully adjusting to their 
environment. What we have to do is neither add bits in to the topic, 
because, like Everest, ‘they are there’, regardless of how they contribute 
to our learning goals, nor leave out important matters because they do 
not fit our master-plan. We have to compromise, and this particular 
decision on warfare and the Iroquois, is offered as an example of a 


Teasonable compromise on this kind of question. 


decision about warfare in 
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We can adopt a problem-solving approach to the ‘pre-horse’ Plains 
Indians which will link with and reinforce the learning achieved in the 
Woodland Indians phase of the topic. We can ask the children to work 
out a way of life for the Indians, taking into account the virtual absence 
of trees, the difficulty of growing crops and the positive factor of the 
presence of big, but wandering, herds of buffalo. Through stories, and 

i i ildren to write and draw about the central 


‘discovery’ of the horse by 
in consequent transformation of their way of 
e. 


Picture J 


f ' 
BS 
Wy 


ae 


B+ Wile... 


As well as making the obvi i 
enable the Indians bo "Ous Points about how the horse would 


th to follow and to hu 
l nt the buffalo herds more 
efficiently, we should try to explore important sub-areas of the general 
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idea ‘change in way of life’ such as education, wealth, warfare, social 
status and the tribe as a social unit and communications. The following 
sets of tasks show how we might get into these areas and avoid the 
temptation to work at a descriptive and relatively trivial level, tempta- 


tion which is very strong just as this point precisely because the details 


of Plains Indian life are so instrinsically interesting. 


Set Task A (more able children) 
(1) What kind of things would a Plains Indian boy have to learn? 
Who do you think would teach him? Read A Closer Look at 
Plains Indians by A. Davis, Hamilton, 1977, from page 18 and 
check your answers. 
(2) If someone said a Plains Indian was ‘tich’, 
that would mean? 
(3) Do you think there would be more fighting, or less, between the 
Indians, after they got the horses? What do you think the 
Indians might fight about? 
An Indian called Blue Feather wanted to be an important man in 
his tribe. Make up a story about how he might have tried to do 


it. 

(5) Draw the story of a raid on an enemy tribe the way the Indians 
used to draw it. (Look at page 9 A Closer Look at Plains Indians 
for ideas.) Why do you think the Indians drew stories like that? 


what do you think 


= 


(4 


© 


Set Task B (less able children) 

(1) Read page 12 of Red Indians (Blackwells Little Learning Library) 
and see what Indian boys had to learn. What other things do you 
think they had to learn? 

(2) Which of these things would 

(i) a lot of tepees, 
(ii) a lot of horses, 


an Indian most like to have: 


(iii) a lot of beads. 
(3) What do you think the Indians might have fought each oma 
about? 
ake people think he was 


(4) What things would an Indian do to make pet i 
brave? Draw a picture-story of an Indian doing a brave thing. 

(5) Look at the picture of Indians sending smoke signals. What might 
the signals be about? 


ains Indians ought to be investigated as 


The role of women among the Pl 
hildren with their role in the agricultural 


well, and contrasts drawn by the ¢ 


oe ere 
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oodland system, and a very interesting psychological study can be 
ie Se question: “Why would an Indian risk getting killed in 
a battle just to touch an enemy with a stick’ (‘counting coup’). What- 
ever aspects of Plains Indian life are investigated, though, the final 
piece of work, whether it be a drama, frieze or some piece of written 
work would concentrate on the great changes in their way of life caused 
by the discovery of horses. This will pave the way for the final phase, 
the story of the ancient Indians of the South West. 


The South-western Indfans 


After learning something of the connection between climate, crops and 
lifestyle in the previous two phases, and after a long exploration of the 


idea of radical change of way of life in the case of Plains Indians we 


can now tackle the question of the great south-western drought with 
more confidence, and in fact use it as a sort of ‘post-test’ of some of the 
growth in understanding we have been seeking. 

Stage A 


The children are told that 
those of the Woodland In 


points of crop-destructio: 


t ion-drama is a very good medium for exploring 
the social effects: the children, in the role of the Indians, deciding wh a 
and hope for the best, change their way of 
gether or disperse. Some real-life answers tO 
wn a great range of level of understanding: 
Saug a We can’t live here anymore, its a desert soon. If only we had 
eae like horses we could 80 up to the plains and hunt buffalo- 
ona ni a long time to learn it but we would be happy there wk 

rent ways of life. But; ‘ peas dm 
of us will die? ®. Sut if we just walk it will be no good an 


— 
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Apart from attributing extraordinary historical prescience to an Indian 
of 1275 this response is very apt indeed. 
Child B represents the other extreme: ‘Save up some eas eee 
the ground seven years and plant it in the sand’. This nae ce 
perhaps a muddled recollection of the story of J aa Det, at 
does not face the problem of the envixonmeuser e p E 
all. Most responses to the problem g0 for an aban sa ting andi 
life, and the adoption of some sort of nomadic life 0: PE ey 
gathering, showing a grasp of the main aga ont which such a 
imaginative perceptions of the fear and reluctance 
change w e undertaken. ter. 
The Led a idea, in practice, whine Paes beige 
With this particular problem is the need for ieoa ee AE 
groups of six or seven hundred people cannot wan ef ercise to try 
living on roots and lizards. It would be an interesting os other setting, 
With your own children: in this Indian context, or ae vane 
how can you promote the idea that hunting and He oe an intriguing 
necessarily involve a very low population Mae ands’ of Indians 
Problem, especially where children read that T -ngs home in dramatic 
gathered at the Battle of Little Bighorn, ee i and ‘popula- 
fashion that we have to separate the ideas of ‘popula 
tion density’, e problem o: 
To nin to general themes, though, me n aoe up fairly 
the south-western drought of the thirteenth dies its concept- 
well whether the topic has been successfully $ orthwhile problem in 
Objectives, or not. It is also an interesting an 3 tly, as it were, with 
itself and so enables us to end the topic quite elegantly, 


ifi t is still high, and we 
a ‘test’ that does not look like a test. Also, if a naturally beyond 
feel justified in so doing, the topic can non PI der the impact of 
its intended span and set of objectives, 2" c 


Uropeans on Indian cultures. 


IV ‘FOOTBALL’ 


One of the problems which plagues junior teachers is lack of suitable 
teading material for children. Some areas are well provided for, ‘Red 
Indians’ being a case in point, but in other areas, the provision is much 
thinner. One answer is to make your own. 


The following story (pp. 200-4) about a football team was one 


and required no great literary talent to write — any teacher could do the 
same. The great positive merit of ‘home-made’ reading materials is that 


form a good basis for whatever 


, >» 12 are about economics, and 13, 
> 22, 34, 35 are about aspects of psychology; 


s All this is in a topic ‘football’, where 
the drive to triviality is particularly strong. 
The material could be managed in 


, to say which is which by a process of 
equally interesting task. 


GREENWOOD PARK RANGERS 


Tony and his friends were play; PEAN 

ing football in 

Greenwood Park. Aft P ying football one Sunday morning 
W 
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they play in blue and white.’ Tony’s 
uld call the team Tigers and play 

dy started to talk at once — one 


down South Street have a team, 
best friend Alan said ‘Great! We co 
in yellow and black!’ Then everybo 

boy said ‘No, we should play in red and white like United’ another 
said ‘How do you join the League? We would need a teacher or some- 
body’s dad in charge.’ ‘No we don’t’ said Alan. ‘I have no football 
boots’ said Ginger. 

So they went on saying different things, until Alan said ‘Shut up! 
We will have a proper meeting after dinner and decide things. It was 
Tony’s idea so he can be leader. He can write down all the things we 
have to think about.’ 

So after dinner they had a meeting by the bandstand. They did not 
all come, but nine did, Alan and Tony and seven others. Tony had 
written the things down on paper that they had to decide about: 


1. Name of team 

2. What colours? 

3. How to join league 

4. Boots 

Ginger said ‘The leader should decide about team names and colours’, 
but Tony said ‘We could all write down colours we want 
on a bit of paper and I will choose one o its with my eyes ae 
So they did and this is what it said on the bit of paper Tony picke 
up: 


GREENWOOD PARK RANGERS. 
ALL RED STRIP LIKE LIVERPOOL. 


So that wa w. 
s the team name and colours no’ KI 
‘How do we join the League?” asked Ginger. Alan said ‘I know a boy 


Who plays for South Street, I will ask him how to do it? Ty n 5 
Right, we put Alan in charge of finding out about joining nas s } 
Ginger said ‘All the proper teams have 2 teacher or somebody 


me wha en 
tto do, and we should have om 
here was a long argument about that but in the end they decided they 


Would try to have their team on their own, with no feasts a 
Sided they would play home games in the park. Tony sal 

ind out how to book a pitch. 

Somebody said ‘What about money for boots 

e will all buy our own’ but someon? else objec 


and things?’ Alan said 
ted: ‘What about balls 


er 


> 
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and things and people who can’t afford boots?’ ‘ 
They made a list of things they might have to pay for, like this: 


1. Footballs 

2. Boots and Kit 

3. Paying for pitch to play on 
4. Paying to be in League 


Then they went home to think of ways of getting money for the team. 
At home, Tony’s dad said ‘You should do it properly, put any money 
you get in the bank or the post-office until you need to spend it.’ 
Tony’s mother said ‘You could have a Supporters’ club, they could 
tun raffles and things to raise money.’ 

Tony’s big brother Jack said “You could all do jobs for people. 
You can have ten pence for a start if you will clean my bike and mend 
the puncture!” 

So Tony cleaned the bike and did the 
10p for Greenwood Park Rangers. 

Tony met Alan at school on Monday, and Alan told him: ‘South 


Street have challenged us to play them in the park on Sunday! It will 


have to be a friendly, of Course, because we are not in the League. We 
can’t refuse!” 


puncture and earned the first 


So Alan and Tony got the Ran 
them about the uth Street challenge. ‘ 


the team, though it t 
school with the team on. 


Sunday came. Rangers kicked off i 
and got t awa 
but could not Score from it, A ee 
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wasn’t Ginger’s fault — our defence was terrible.’ Peter said ‘Yes. We 
must tighten up at the back’, and Tony said ‘We have to get better 
organised up front as well.’ 

One boy said ‘South Street had that Mr Morris from Ashburn 
School telling them what to do. We should have a teacher or somebody 
to tell us.’ Tony said ‘No, we will coach ourselves. We will practise, 
and you can get books about playing football.’ ‘You can’t learn football 
in books’ said Peter, ‘books are for learning facts, not how to do 
things.’ 

“You could learn where to stan 
practise taking corners and free-kic! 
started to draw a diagram in the dust. 
‘I think we should just play matches, that's the only way to learn’ 
said Peter. Everybody talked at once, then, and after a bit, they drifted 
off home. 

5 Tony talked to his brother J 
will agree what to do. We argue 


d for corners and things and we could 
ks and things like this’ and Tony 


ack about the team’s problems. ‘Nobody 
all the time. What do proper teams do?’ 
‘They have a manager’ said Jack ‘He picks the team and makes the 
plans.’ ‘What if he is no good and the team still don’t win?’ “They sack 
him! But he doesn’t do all the jobs. They have a special man called a 
“treasurer”, and there is a team-captain who can shout orders in the 
game itself, on the pitch.’ 

At the park next day, the Rangers had a vote. Tony was chosen 
Manager, and Peter was elected captain. But both of them only had the 
jobs for the next six matches. They could be sacked if Rangers were not 
winning by then. Ginger was chosen to look after the money because 
he was the best at sums. 

Alan found out that it was t00 Jate to join the League that season, 
but they could play friendlies against teams who were in the League. 
Jack told Tony how to book a pitch in the Park for them to play home 
Matches on. 

Tony wanted Rangers to practice every day at dinner-time or after 
school. Sometimes only four or five could come, so Tony made up 
training things for them to do in small groups, and even things that 


one boy could practice on his own. : 
They soon found they needed a lot more than just one football, 
for all this training. Ginget told them ‘We must have a bob-a-job week, 
like the Scouts. Everybody must get thirty pence towards footballs 
by Friday.’ Peter said ‘Ginger is getting too bossy.’ Tony said ‘People 
have to be bossed about or nothing gets done.’ " 
“You boss us around when we are training, Tony, but that is all right. 
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You can’t let boys argue about getting into position for free-kicks and 
things. But Ginger should ask us to do things at home to get money, 
not tell us.’ 

‘Well, he has good ideas for getting money, anyway.” 

The time came for Rangers’ next game, against a team called Swallows. 
Rangers lost 2-1, but Tony and the others were fairly happy, because the 
result was close. This is how Rangers got their goal. Tony had read in a 
football book about a way to score goals from corners, He made 
Rangers practice doing corners that way, and in the match they did it 
and it worked. Alan scored the goal. Tony was nearly as glad about that 
goal as if Rangers had won the game, 
The next game was an away match 


way matches are harder’ Tony told the Rangers ‘so we want extra 
effort. And I want Alan to play back in the middle of the defence.’ ‘I 
like to play in mid-field and attack!’ 


‘Well, you are our tallest player and I want you to cut out their 
high crosses, Swallows 


got both their goals from high crosses by their 
outside-left,’ 


‘ 


» against a team called Riverbank. 


eat Riverside 1-0” 


‘Everybody has to start somewhere! 


* said Ginger, 


“Fi , 
ootball 205 


Tasks — A 


l. 


2. 
. Do you think the team should have a teacher or somebody’s dad in 


. Is Tony’s a good way of 
. Find out how a team might join a Junior League. 
. Find out how you book a pitch to P! 
. How do you put money in the bank? How do y 


. Draw a picture or a diagram explainin 


. Explain about a ‘supporter 
. Why do you think they acc 


. Explain about ‘friendly’ games. 


. Explain about ‘corners’ 


. Why did there seem to be two ort 
. Why do you think Ginger felt especi: 
. Explain what Peter meant by ‘tighten up 
. Try to write a coac: to play football, with 


. Make a list of some things 
. What sort of plans 


. Find out what ‘treasurers’ do. 
. What sort of orders ¢ 


. Why were Tony and Ginger o 


Is it better to have a proper team or just have kick-abouts? 
Think of other good games for a team. 


charge? 


. Why do you think Ginger has no football boots? 
. Do you think Tony should be leader because he thought of the idea, 


or the best player, or the oldest boy, or who? 
deciding? Can you think of any other ways? 


lay on in the park. 
Can you think of other things the team might need money for? 
ou put money in the 


Post Office? 
g how a bank or Post Office 


Savings works. 

y’ club’ and about ‘raffles’. 

ept South Street’s challenge, even 
though they are not really ready to start playing as 4 team? 


hosen his friends, not the best 


. Do you think Tony might have ¢ 
players? 
. Why do you think it took a long time to pick the team? 
knows nothing about 


to somebody who 
football. Use a diagram or a pictur’. 
hree blue shirts to every red? 


ially sad? 
at the back’. 
hing book about how 


diagrams and pictures. 
pr P ooks, and some 


you could learn from b 


that you can’t. ; 
does a football manager make? 
an a team captain give? 


What sort of orders can 4 manager give? 


What sort of orders can 4 referee give? 
nly elected for six matches? Was that 


fair? 
g could four or five boys do together? 


. What sorts of football trainin 
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Or one boy on his own? 
28. Why is Ginger able to tell the Rangers what to do now? 
29. Do you agree with Tony or with Peter in the argument about 
Ginger? a 
30. Why do you think Tony was so glad about the goal Rangers scored? 
31. Make a set of pictures showing Tony showing Rangers the corner- 


move, Rangers practising it, and Alan Scoring the goal in the real 
game. 


32. Why are ‘away’ games harder? 
33. Why did Rangers forget the moves they had been practising? 
34. Why did Peter shout more and more? 
35. Why do you think it got easier after Tony scored the goal? 
Ow your local league team started. 

s get money, and what do they spend it on? 
of your local team? 
al footballers train? Ho 
ams get new players? 
41. Do you mind a lot if your Jocal team loses? Some people mind a 

lot — why, do you think? 


w often do they train? 
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play football in 
4. What does the captain of a football t ? 
5. Look at the list of thin a 


gs they had to decide 201). 
Can you think of one (Page J 


more thing? 
6. Find out what a League is. $ 


y if you were going to 


10. What do forwards do 


Somebody gives a ‘challenge’? 
? 
11. Find out What a ‘trea: 


in a team 
surer’ does, 


‘Football’ 


13 
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. Make up some of the sums about money that Ginger might have to 
do. 

Think of as many things as you can that you could do to get better 
at football. Could you learn any of them from a book? 

_ Make a list of all the people who can tell you what to do. 

. Say in your own words what an ‘away’ match is. 

. Say in your own words what the ‘First Division’ is. 

. Find out when your local team started. 

. Who is the manager of your local team? 

. How do League teams get new players? 

. Do you mind a lot if your local team loses? 
Some people mind a lot — why, do you think? 


‘tot The 


Vv ‘FINDING OUT ABOUT THE PAST’ 


The Teacher’s Own Knowledge 


As in the case of ‘Red Indians’, the teacher needs to know enough 
about our exemplary topic, Victorian England, to make informal 
planning decisions. The information Tequired is not esoteric and might 
neatly be summed up as adequate knowledge of the six areas listed on 
page 211, beginning with ‘. . . kind of homes people lived in’. 


Topics on Finding out about the Past 


example topics on ‘transport’, ‘m 
school’, ‘towns and villages’ could all usefully spend some time looking 
at the way the evidence they use was collected. This in turn requires 
Some investigation into the situat 


estiga ion as it was. 
The historical aspect of junior school to 
very significant in terms o 
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it is or the past as it was and leave it at that. The similarities and 
nt and between one period in history 


differences between past and prese 
and another need to be teased out in order to provide opportunities for 


the relationships between them to be analysed and understood. 

It follows from this that understanding change and knowing about 
change is an essential condition for understanding the world as it is 
today. It means knowing not only that change is the central concern of 
historical studies for junior school children but for 
of the present, too. Change is going On all the time and so is something 
children in school should get to know about. A topic on ‘homes’ or 
transport’ or ‘the Victorians’ should not be presented as aspects of 
life in a static form, but in terms of the changes that have taken place 


in relation to these things, the seeking of reasons for these changes and 


some evaluation of how these changes have affected both the past and 


the present and the people within them. 
The third concern is one that is central to the contentions about 


topic work being made in this book. We have stressed throughout that 
information learning is largely merely incidental to the main learning of 
concepts and skills. The central conceptual di 
provides for at this stage is very commonly within the context of social 
and political change and its causes and effects. But history also has a 
process of thinking which, as it is learned, develops intellectual strate- 
gies or skills and so contributes significantly to general intellectual 
development. The idea that the past and the present are interrelated 
depends in turn for its development ont ‘evidence’. The search 
for appropriate evidence is part of the process i 

that such work in topics will involve getting chil 
getting them to interpret and explain the evidence and, perh 


importantly, getting them to be alittle cynical about the evidence they 
imes evidence is far from complete, 


collect and to appreciate that sometim ; 
is sometimes conflicting and is, at best, unless very recent and available 


at first hand, to be regarded as tentative. Topic work which does not 
is kind where evidence is translated, 


include an enquiry approach of thi 

interpreted, evaluated, etc- is unlikely to develop as such, as it might, 
the ability in children to form reasoned judgements and conclusions — 
a central aim of education as 4 whole. 

Finally, junior school history — indeed history as 4 subject — is 
about people. It is concerned with what they did and the reasons they 
did it. It is also concerned with the effects that the decisions and 
behaviour of some people had on other people and how each group felt 
about the other grcups and their behaviour. In almost every case people 
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have choices about how they behave, what decisions they take, how 
they treat other people. The choice they make will depend upon the 
particular set of values they hold. People who value material possessions 
will make choices which are likely to be different from people who 
value such things as democracy or freedom of speech. Children ought 
to be given opportunities to understand the differing kinds of values 
people hold, and how these affect the choices people make and, in 
turn, the kind of social groups that exist. 
Let us take Victorian England as an example of a mainly historical 
topic. Such a topic would enable us to develop the fundamental idea 
that society is in a constant state of change. If we think of the attributes 
of the concept of change and group these attributes in order of difficulty 
and abstractions we might come up with three stages in the understanding 
of that idea as we would want to develop it with children in the context 
of this topic. 
The first stage would be sim 
change is when something is d 


the Victorians this would mean the children being able to identify and 
describe differences between Victorian society and society at other 


advantages 
8 conditions, 
equality, 


a rust can form then, the basis for a study of Victorian 
feta a A be used not only to develop an understanding of 
a ora i and the generalisation about changing society, bye 
ieee g x Other Concepts such as similarity, difference, minority» 
B y s ues, knowledge, inventions and technology. to 
velop these understandings through the topic we would a 
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provide a range of information about aspects of life in Victorian times 
We will need to provide evidence of such things as: 4 


— the kind of homes people lived in 

— the kind of work they did 

— the degree to which industry was mechanised 

— the way the Victorians traded and distributed goods 

— the extent to which they were able to communicate with other 


groups 
— the attitudes they held about children, women, race, etc. 


Children can be actively involved in collecting much of the evidence. 
Whilst books and pictures will be important resources, it will also be 
possible to look at maps of the locality drawn at different times 

noticing, for example, the way in which street names suggest 

evidence of change as England developed during the industrial revolution ` 
and beyond. It might be possible too to look at the older houses in the 
district of both the ‘working’ and ‘upper’ classes of the time, and to 

begin to identify and analyse the differing values held and the differing 
effects of change on these two distinct social groups- Graveyards and 
headstones provide considerable evidence of life-span generally and 
indications of infant and child mortality and the deaths of women in 
childbirth, Headstones describing the wife as a relic of the husband 
might say, too, something about certain values that prevailed at the 
time. Of course museums abound which have a wealth of industrial 

and domestic Victoriana. Artefacts of this kind provide the best 
evidence of things as they were to which things as they are can be com- 
pared. The children can be asked to list some of these differences and to 


categorise them. Their lists i 
caring for the sick, offering goods for sale; the use 
e.g. plastic and alloys; different feelings about thin 
ment of children. 

These differences, once identified e 
be researched further to determine possible reasons for using different 
materials — easier to clean, lighter, more attractive, does not conduct 
heat, etc. — and the effects of these changes in terms of efficiency, 


convenience and the like. 

A study of evidence of child or infant mortality would lead towards 
some categorisation of the causes of death and the prevalence or other- 
wise of disease and infection in children today. This can be used to 
develop ideas about the effect of new knowledge and new values on 


gs, €-8- the employ- 


through one form of evidence can 
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society and to the evaluation of the consequent changes on family, life, 
the size of families, the role of women in society. 

Parish records and census returns might also be a source of useful 
evidence of changes in population distribution and work categories. 
Reasoning the relationship between changes in these two matters and 
the incidence of technological progress and industrial development 
would, like all the other tasks suggested here, have the effect of making 
the children use, think about and firmly grasp the ideas involved and, 


at the same time, draw them towards understanding the generalisation 
we have focused upon. 


The role of the teacher, of course 
but to require children to collect 
variety of sources — books, maps, 
locality; set a wide variety of activiti 
graphs and diagrams, making mode 
children within the tasks to infer, 


»is not only to provide information 
information themselves from a wide 


(a) finding out what things were like and seek reasons; 

(b) detail changes/differences and suggest reasons for this; 

(c) evaluate the changes in terms of their effect on people, situations, 
attitudes, etc. 


already listed some of the other 
duced and developed, to whi 
ideas such as efficiency, labo i 

Such important ideas, if the chi 


Finding Out About the Past’ 213 
e us with examples of more primitive 
f which, by virtue of the less sophisticated 
ideas involved, can be used to illustrate and exemplify initial ideas about 
such concepts as culture, agriculture, trade and communication as well 
as helping the understanding of generalisations such as how the 
environment affects the cultural behaviour of groups in society (the 
work they do, the houses they build, the clothes they wear, etc.) Stone 
Age man would be an example of such a primitive society, and our own 
topic on ‘Red Indians’ is an extended illustration of another example. 
The ‘Red Indian’ example shows clearly that the evidential aspect 
of a study set in the past can be either played up oF played down, 
according to the teacher’s judgement. The arrival of horse-herds on the 
Plains of North America in the seventeenth centu. 
given’ in the ‘Red Indian’ topic, partly because atten! 
focused very clearly on the effects of this event, not on the evidence 
for it, and not even on the antecedents to the event, i.e. the escape of 
the original horses from their Spanish owners. Another reason for 
neglecting the question ‘how do we know?’ in this case, is that the 
nature of the evidence does not lend itself too well to junior investiga- 
tion. In the case of the Norman Conquest, though, we have the Bayeux 


Tapestry, an immensely interesting and, literally, colourful example of 
‘how we know’, and it would be missing a great opportunity not to 

one of our targets in such a case. Almost 
‘historical background’ input and/or a ‘how do we 
se. Whether we so choose will depend 
dence, and on the way we order our 


A study of history can provid 
societies than exist today and 


ry is taken as a 
tion needs to be 


any topic can have a 
know all this’ slant, if we so choo 
on the nature of the accessible evi 
priorities. 
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children. 
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refers to books and materials not available in England, it contains 
lesson plans on such topics as families and the supermarket which 
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Jerome Bruner’s ideas on curriculum development. 
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History, Historical Association, 1971 i an 
This represents a valuable attempt to adapt Bloom’s taxonomy o the 


purposes of one discipline, history- 


Miscellaneous 
Barnes, D. Language, the Learner and the School, Penguin, 1969 


A. HAr 


216 Further Reading 


We are indebted to Douglas Barnes for the opportunity to eh 
examples of discussions held by small groups of eleven-year-ol 
children on academic topics in school. 

Donaldson, M. Children’s Minds, Fontana, 1978 
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Primary school teachers are expected 4 
cope with the entire curriculum an, 
almost a full programme of alll ty; 
from music to science. When de; 
lively, rapidly-leaming young min 
stimulated outside school by a ran; 
experiences, they are constantly chal 

The purpose of this book is to help 
to plan and teach effectively in that area o 
primary school work often called “topic 
work’. Much of the book is devoted to the 
practical aspects of topic teaching, illustrating 
how ideas like “concept-development’ or 
‘intellectual skills’ can be applied to many of 
the practical problems that teachers face. It 
shows how teachers can make more productive 
Use of pictures; the different ways in which 
books can be used; the role and function of 
drama and painting; the assessment of progress 
in topic work; overcoming the problems of 
children of varied abilities in one cliss; and the 
best ways of planning topics in detail. There 
are a great many actual examples of children’s 
Writing and speech, and the book contains a 
valuable appendix illustrating several specific 
topics worked-out in detail, to serve both as 
4 starting-off point for ideas and as a further 
example of the leading ideas of the book. 

With its unusual blend of theory and 
extensive practical information, this book 
will be of considerable value both to 
practising teachers and students in teacher- 
training departments. 
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